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THE LECTURE --

Are We Reviving Discredited Teaching Methods?

Mr. Pulliam warns that our eagerness for economical instruction
is forcing us back upon the lecture (as in television and team
teaching), which has always taught the teacher much more effectively
than the learner.

By Lloyd PulliaW

The growing flood of students and its accompanying competition for the education
dollar has led educators to search for new ways to reduce educational costs. Because
it is one of the few methods that can.be used with large classes, increasing reliance
has been placed upon the lecture. It has always been the major teaching method in our
colleges and universities, but during the past few years its use has been extended into
all levels of the educational system through team teaching and educational television.
If fiscal success is not to become educational failure, it is imperative that educators
carefully evaluate student !earnings from the lecture.

To gain some perspectiye on its current usage, let us turn to the historical
development of the lecture system. It is useful to remember that the lecture system
evolved largely because of the scarcity of hand-copied books in medieval universities,
prior to Gutenburg's invention of moveable type in the fifteenth century. The few books
in existence were usually in possession of the masters and doctors who taught in those
institutions. It was natural under such conditions for the teacher who controlled the
source of knowledge to fall into the habit of lecturing to his students. These lectures
often consisted of nothing more than the doctor reading from his book while his students
took notes. The strength of this pattern of academic culture is reflected in the fact
that the Latin word legere (past participle, lectus), meaning "to read," became synonymous
with teaching.

As books gradually became available, the lecture was expanded to include comments on
authors being studied, and a summary of their points of view. At a later date, the
faculty at the University of Halle used the lecture for the presentation of a changing
field of knowledge, rather than just an interpretation of accepted texts. This concept
of the lecture as a teaching method became part of the culture of American higher
education as it came more and more under the influence of German universities.

What is to be learned from this historical experience? While in some fields, ,

especially the natural sciences, books become obsolete almost before they are published,
the use of the lecture today may hardly be justified because of a scarcity of books.
Perhaps a more significant point is that, through the teacher-centered use of the lecture,
the medieval university relegated the student to,a secondary position. This cultural
pattern was further reinforced by German universities in their primary emphasis on
research and the advancement of knowledge, and it became a major pattern in American
universities as the German experience became the model for American graduate education.

While failure to evaluate the teaching-learning process is a weakness of our entire
educational system, there are two studies which lend valuable insights for our evaluation
of the lecture.

One group of studies is reported by Ralph G. Nichols and Leonard A. Stevens in
410, their book Are You Listening? At the University of Minnesota, these researchers tested

thousands of ,:bllege students and members of adult educational classes on their ability
to understand and remember what they heard in short lectures by university faculty.
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THE LECTURE -- (con*inued)

As a result of these tesis, if was concluded that "immediately after the average person
has listened to someone talk, he remembers only about half of what he heard--no matter
how carefully he thought he had lisiened." Even more significant was the finding on a
retest after a two-month time lapse that "the average listener will remember only about
25 percent of what was said." Even if learning is defined simply as.the ability to
comprehend and recall information, this study indicates that the lecture, as normally
used; is not very effective as a learning method.

It is not content that is usually remembered from a lecture, but an "impression"
of the speaker's personality, his speaking delivery, and-the attitudes he voices about
concerns important to the listener. If there is no clarifying interaction between
listener and lecturer, the attitudes conveyed may be distorted from those actually
intended. If the lecture does not move students to further activity, very little will
be remembered. Let teachers who doubt this, if they feel courageous and secure, conduct
their own experiments, using surprise tests to evaluate retention of subject matter
from the lecture.

'Lecture Doesn't Change Behavior' -- Lewin

A second group of studies bearing on the use of the lecture were conducted during
World War 41 under the late Kurt Lewin, a prominent social psychologist. The results
of these studies have been widely reported in a number of articles, one of which is
entitled "Group Decision and Social Change." In these studies the lecturer was compared
with group discussion leading to group decision as means of inducing housewives to use
organ meats instead of commonly used cuts, and to increase consumption of both fresh
and evaporated milk.

Every effort was made to give attractive and effective lectures. The nutritive
values of these foods were stressed, as well as their low cost. The lecturer told of
her experience in using these foods with her own family, and handed out recipes. Charts
and other visual aids were used. Even the patriotism of the housewives was called into
play with the suggestion that greater use of these foods would aid the war effort. The
lectures would ccmpare favorably with those given today via educational television.

The results indicated that only 3 percent of the women who attended the lectures
served one of the meats they had never served before. In the groups where group discussi
led to group decision, 32 percent of the housewives served the new meats. Results
increasing the use of milk were similar; 15 percent of the housewives who heard a
lecture increased family usage, while almost 45 percent of the housewives who heard a
lecture made the change after being involved in group and decision. If

learning is defined as behavioral,change, the lecture, in these studies, was relatively
ineffective.

What is the difficulty with the lecture, and why does it appear to be directly
responsible for so little learning? The most obvious limitation of the lecture, as it
is commonly used, related to the fact that it is teacher-centered rather than learner-
centered. Whether the situation be the college and university classroom, television
or team teaching, the choice of the lecture does not rest primarily on the needs of
students but is determined by the cultural situation of the teacher, the character

al of the medium, or the organization of the class. In these situations the lecture is
largely a teaching method, in its focus, orientation, and lack of concern, in the deeper

educational sense, with what is happening to the learner. The lecturer is occupied
with the question of "what shall I say?" rather than with "what kinds of experience
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THE LECTURE -- (continued)

can I lead students into that will increase their positive learnings?" In order to
prepare his lecture notes, the teacher does much reading and studying, and therefore
acquires most of the learning.

The student does not learn desired knowledge and. skills just from listening, being'
told and exhorted. The student learns only as he makes knowledge, skills, and attitudes
of his own, in such a manner that he gains meaning from them for his own life, and is able
to use them in 3 variety of contexts. His learning is accomplished through self-discovery
and personal experience, in a socio-cultural context, where his discoveries and exper-
iences are interpreted and evaluated, accepted or rejected, learned or not learned. This
is an active process on the part of the learner, not something his teachers do for him.
Emerson teems to have been subjectively aware of some of these human processes when he
said, in his address on "The American Scholar," "Only so much do I know, as I have lived."

Individual Learns Through Interaction

Evidence from the behavioral sciences indicates that the individual learns as he
interacts with other human beings. His teachers, many of whom are not conscious of their
teaching role, may be his parents, siblings, peers, professional people, and leaders in
the community. Even the experience which the individual acquires alone is ultimately
social in the sense that, it is evaluated against his background of socially acquired
experience. Thoreau, for example, discovered that he could leave society behind physicall
by isolating himself at Walden Pond, but his socio-cultural experience went with him.. It

was this background which he used, because he had no other, to appraise his life among
nature.

Since the individual learns through social interaction, the lack of such interaction
in the lecture situation also contributes to its ineffectiveness. The lecture places the
student in an isolated, often confusing and disorganized socio-cultural situation where
the learning process has little chance to operate in a positive manner. Lewin,points out
that while the individual may, physically, be part of a group listening to a lecture, he
is in a "psychologically isolated situation with himself and his own ideas." He has no
chance to test ideas as he interacts with members of the group, nor does the teacher
who is lecturing become aware of misconceptions and prejudices which he might then try
to correct.

Moreover, all experience does not result in positive learning conductive to normal
development of the individual as a functioning member of society. The increase in number
of delinquents indicates that some individuals acquire negative learnings harmful to
themselves and to society.

Learning May Be Miseducative

'Learning experience may also be negative and miseducative in the sense that it is
incomplete. Whitehead has defined education as "the art of the utilization of knowledge."
He explains that "the applications are part of the knowledge, for the very meaning of the
things kncwn is wrapped up in their relationships beyond themselves. Thus, unapplied
knowledge is knowledge shorn of its meaning." It is evident, from Whitehead's explanation
that the mare acquisition of knowledge is only part of the learning process. The learner
may, for example, acquire knowledge about biology, literature, or any other field, with-
out any knowledge or understanding of its application. This is the character, unfortunate
of much that is called learning in the American educational system. The student acquires
knowledge about a subject long enough to pass a test and get a desirable course grade, the

9
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THE LECTURE -- (continued)

promptly forgets it.

Most lectures are confined to giving information, without its accompanying applicati
Where this is the case the lecture is an incomplete learning experience which reads to
verbalism rather than meaningful learning. Moreover, the inflexibility of the lecture
limits its effectiveness when it is used with a glass that has a wide range of_interests
and abilities. If the lecture is aimed at the median ability group, students of low
ability may not understand what is said, while those of high ability may become bored
because they are not challenged. While the lecturer is easily aware of the highly
interested students who are following every word, and the ones who are dozing, there
is a large group between these two extremes whose response he.is unable to evaluate until
he reads their examination papers.

It is common practice for the lecture system to be organized around a 'master
teacher' whose major task is to give lectures to large groups. In colleges and univer-
sities, quizzes and discussions are often organized in small groups under the direction
of student assistants, or, at the high school level, under the guidance of other
classroom teachers. With this type of educational organization, there is no interaction
between lecturer and students to clarify subject matter and attitudes or give the
lecturer the feedback of student response which he needs to evaluate the effectiveness
of his lectures. Most of the student learning in these situations occurs in the smaller
groups, under the guidance of teachers who are usually less competent than the lecturer.
For a variety of reasons, these teachers may not be able to interpret the lecturer's
remarks satisfactorily. Where this is the case, it is the entering point for student
confusion and negative 'earnings.

One of the arguments most often used in favor of lecturing to, large classes,
especially through team teaching or educational television, is that in this way
influence of master teachers may be extended to a greater number of students. Recent
communications research by sociologists, however, indicates that the success or failure
of a master teacher lecturing to a large group (defining success as'maximum positive
student learning) is largely determined by the personal influence of students' primary-
group leaders, who may either reinforce or negate the master teacher's efforts. If this
be true, in those cases where the master teacher makes no effort to work effectively
with student primary-group leaders, the influence of the master teacher may actually
be diminished rather than extended.

PREVIOUS discussion has attempted to delineate the reasons why the lecture, as
commonly used, is so often ineffective. But it may be a-valuable part of the learning
process if it is used properly. The effectiv*e use of the lecture relates to the self-
education of the student. It begins with a student-centered orientation and emphasis
on the part of the teacher. It will derive its value largely from what happens to the
studentafter the lecture is over. If it does not stimulate a student into activity,
it will largely fail as a leatning method. This kind of outcome does not usually
follow unless it is structured into the lecture itself.

Lectures may be designed to inspire new thoughts and action, to lead directly into
new experience such as readings, a laboratory experiment to test ideas, field work to
lend concreteness to verbalized theory, a thought-provoking and testing discussion, and

Ilk so on. In the majority Df cases, the lecturer should ask for student activity to
follow his remarks, suggesting specific reading references and other work that will
support, clarify, and make application of the ideas discussed in the lecture.

10
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THE LECTURE -- (continued)

In addition to being designed for action by the student, the lecture is most effec-
tive when used in conjunction with other methods and is confined to a group of not more
than thirty students. A class of this size enables the lecturer to shift to other
methods with relative ease, using discussion, audio-visual aids, demonstrations, and
other methods to clarify subject matter and attitudes that may otherwise be distorted if
the lecture 15 used alone. Supplementing the lecture with other methods also gives
it the flexibility needed to work effectively with the wide range of ability and
interests found in most classes.

It is realized that lack of funds in some educational institutions will not
permit any choice other than the organization of some large classes. However, if the
mass education is not carefully organized to obtain the maximum learning possible,
its cost will be largely wasted. Since most of the learning in these situations will
not come directly from the television or large class lectures but from student
activities individually and in the smaller groups, the major focus should be on the
latter. To support this approach, it is useful to conceive of the efforts of the
small-group teachers and student primary-group leaders as an extension of the work
of the master teacher.

If educational experience is organized in this way, the major role of the master
teacher, instead of being largely focused on the presentation of lectures, would
be that of the coordinator of a staff of associate teachers, the demonstration of
effective teaching practices, and the suggestion of learning activities and resources.
This does not eliminate the master teacher's lectures, but rather changes the emphasis
of his role to stimulate, support, coordinate, and provide leadership for the
activities of the sma!ler groups. If the experience of large classes is not
organized and integrated in this way, it cannot be expected that there will be the
continuity of teaching and the understanding and effort on the part of the student
that results in m:ximum positive learning.

. Mr. Pulliam, formerly chairman of the Department of Education at,
Knox College, is now engaged in research on learrning theory at the
University of Oregon, Eugene -- (1963)
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An Instructional Management Strategy
for Individualized Learning

A frequent goal of the administrator is to integrate the essential
components of instruction - the teacher, the learner, and that which is
to be learned. The problem of integrating these components for the
purpose Of individualizing instruction is the central concern of this
paper.

An instructional management strategy developed at Valley High School,
Las Vegas, Nevada, is potentially effective for any school whose staff is
attempting to individualize instruction, regardless of the type of schedule
being used. To be genuinely effective in the school for which it was
designed, however, the strategy was developed within the context of the
four phases of, instruction which have been advocated by innovators such as
Bush, Allen, and Trump. These phases include large-group instruction,
small-group instruction, laboratory instruction, and independent study.

Educators should cease to be concerned primarily with the technical
problems of team teaching and flexible scheduling. Rather, they should
get to the heart of the matter - the opportunities to individualize
instruction provided by these innovations. The reader may or may not
feel that the technical problems of team teaching and flexible scheduling
have been solved; yet progress has certainly been made toward their solution.
Agreement can be reached, however, that the problems of individualizing
instruction have not been solved.

One key to providing for individualized instruction is the prepara-
tion of individualized learning units or packages. Such learning packages
are the major elements of the instructional management strategy proposed
here, and will be discussed following presentation of the strategy.

Assumptions

If a strategy for individualizing instruction is to be effective,
it should begin with the currently existing program as perceived by
teachers and pupils. In devising the strategy used at Valley High
School, several assumptions were made concerning the perceptions of
teachers and pupils, and concerning the schedule.

The first assumption, that the pupil's responsibility is to learn
and the teacher's responsibility is to make available to the pupil that
which is to be learned, places responsibility for the teaching-learning_
process where it belongs. The teacher doesSnot cover course, but
rather uncovers it; he does not need to cover - or talk about - everything
that is to be learned by the pupil.

12
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A second assumption concerns the individualtiy of the pupil. The
subject matter of a course must be appropriate to the learner with ,

reference to 1) the pace of instruction, 2) the "level of difficulty of

the instructional material, 3) the relevance of the instructional material
to reality'as perceived by the pupil, 4) the pupil's level of interest,,and
5) the individual learning style of the pupil,

Both the common-and the individualized experiences of the pupil
result from a third assumption which is related to the schedule: The
size of 'a group, the composition of a group, and the time allotted to a
group 'should be appropriate to the purposes of the group. The common
experiences which every pupil in a given course should have are primarily
in a function of large-group instruction. Pupil-centered discussion of
large-group presentations may occur in scheduled small-group instruction.
Individualized, self-paced, quantity- and quality - monitored, learning
(that is, he use of learning packages with'built-in self-correcting
mechanisms)may occur in the laboratory phase of the course. In addition,
the laboratory phase should include opportunities for student interaction
and should provide directly for the independent study phase of the
individualized instructional program.

Y
r

JA fourth assumption of the instructional management strategy is
1, tHatheore truly individualized instruction can become a reality,

packages are needed which will provide for self-paced rather
.thati'artup-paced instruction.

.

*The.$ti'ategY
, A, /

The instructional management stragegy is based on, but does not
adhere strictly to , the principles of Program Evaluation and Review
Techniques (PERT). In a PERT network diagram an activity is a time-
consuming element of a'project which is represented to a network as a"
line between two events.

3 Activity 4

Event Event

An event is a specific, definable accomplishment in the project plan,
which is recognizable as a particular point in time when activities
start and/or finish. An activity cannot be started until the event
preceding it has been accomplished. A succeeding event cannot be ac-
complished until all activities preceding it are complete.

13
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The strategy.is presented as a network diagram in Figure 1, p. 262.
The network is designed to show a sequence in which the pupil will attain

;.0, an adequate background so that he is able to perceive problems and ask
questiOns. The result of his questioning will be internal generation of
a problematic confrontation. Through study and research the pupil will

-
, .achieve resolution of the problem which he chose for investigation. Thus

the sequence in the network is from achievement of background to problem
,' confrontation to problem resolution.

.
.-

..: v , . 4

Change appears in all facets of our society. To facilitate
effective and efficient educational change it is imperative
that the leaders in our schools assist their teaching staffs
1) to perceive accurately the direction of the change, and
2) to conceptualize a means fdr obtaining this change.

Hr. Kapfer has developed an instructional management strategy
to assist the teachers at Valley High School in doing these
two things: The strategy coordinates the direction being
taken by the changes at Valley High School with a means of
obtaining the change. That is, through the development of
learning packages, the strategy assists the teacher in
structuring a program that will allow.each pupil to learn at
the pace and depth best suited to his abilities.

---James E. Smith, former principal,
Valley High School
Las Vegas, Nevada

Recycling, for some pupils and for some instructional objectives,
may occur at,various stages as indicated by arrows in the network. Thus,

although the instructional management strategy may be thought of as a
design for concept attainment through discovery or problem solving, it
is not restricted to this interpretation. 'In the discovery interpretation
of the strategy, the pupil might not be given a statement of the concept4
under study; rather, he would discover it for himself. In the presentation
interpretation, a statement of the concept may be given to the pupil at
the beginning of the learning package. In either case, the activities and
events following Event 3 (see Figure 1) represent an inquiry approach.
The activities surrounding Events 4 and 5, those involving minor and major
quest, give the pupil the opportunity to become a researcher, and in the
process of resolving problems the pupil learns information- seeking tech-
niques. When the decision is made to proceed to a sequential learning
package, options similar to those just outlined are available to the pupil.

Preparing Learning Package

Learning packages usually include the following eight ingredients
for individualizing instruction.

1. Concepts are descriptions which.organize the world of objects,

events, processes, structures, or qualities into a smaller number of

categories. 14
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2. Instructional objectives tell the pupil what he will have to be
able to do when he is evaluated, the important conditions under which he
will have to perform, and the lower limit or quality of performance
expected .)f him.

3. Multi-dimensional learning materials of varying difficulty are
cited from commercial sources, whenever possible, and include a variety
of media which require use of as many different senses as possible.

4. Diversified learning activities provide alternative approaches
for achieving the instructional objectives, and incluxe such activities
as large group and small group instruction, field trips, model building
drama productions, games, laboratory experiments, role playing, pupil-
teacher conferences, reflective thinking, and the like.

5. Pre-evaluation is designed to assess the extent to which the
pupil has already achieved the instructional objectives as a result of
his earlier learning experiences. Pre-evaluation enables the pupil to
invest his time wisely in areas in which he is weak.

6. Serf-evaluation is designed to assist the pupil in determining
his own progress toward achieving the instructional objectives. Self-

evaluation, the results of which indicate the pupil's readiness for
post-revaluation, occurs after the pupil has used the multi-dimensional
learning materials and participated in diversified learning activities.

7. Post-evaluation is designed to assess the extent to which the
pupil has achieved the instructional objectives as a result of his
learning experiences.

h. Quest includes problem confrontation, delimitation, research,

and resolution. Quest is a pupil-initiated and self-directed learning
activity.

Integration of the above eight curricular elements in the form of
learning packages can serve as an important advancement in providing
for self-paced learning through individualized instruction. An experi-

mental course, Human Relations - an Interdisciplinary Study, which is
currently under way at Valley High School, is based on the instructional

management strategy. One of the learning packages developed for the
course is reproduced below in the form in which it is available to students.
Only the pre- and post-tests have been omitted here due to space limitations.

LEARNING PACKAGE TOPIC: STEREOTYPING

I. CONCEIT STATEMENT

Stereotyping is a learned behavior which results in loss of individu-
ality for members of a stereotyped group or institution.

15
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II. INSTRUCTIONAL OBJECTIVES

A. From his own experiences, the student will be able to define the
term "stereotype" and give at least five examples of stereotyping.
He will be able to explain how such thinking restricts his effective-
ness in human relationships.

B. Given six general headings and related terms, the student will write
the response which he freely associates with each term. By looking
at himself or at someone he knows, he then will be able to explain
the degree of validity of his free association responses.

1. Physical appearance
a. red hair
b. blonde
c. blue-eyed
d. fat
e. tall and dark

2. Geographical locatiop
a. Southerners
b. Las Vegas
c. New Englanders
d. San Franciscoans
e. Westerners

3. Occupation
a. Doctors
b.. Lawyers
c. Truck Drivers
d. Musicians
e. School Teachers

4. Age
a. teen-agers
b. over 30
c. over 65
d. Old Shep
e. kindergarten

5. Socioeconomic level
a. hick.ci

b. snobs

c. happy
d. unhappy

6. Racial, religious, and ethnic groups

a. Pollacks
b. Mormons
c.4 Irish

16
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III. LEARNING MATERIALS AND ACTIVITIES*

A. Scan - current news media.

B. View - "Common Falacies About Group Difference."
16 mm film. McGraw-Hill.

C. View - "High Wall," 32-minute 16 mm film, McGraw-Hill.

D. View - "None So Blind," color filmstrip with sound, Anti-
Defamation League of B'nai B'rith.

15-minute

E. Read Robert P. Beilbroner, "Don't Let S-;ereotypes Warp Your
Judgement," Anti-Defamation League of B'nai B'rith (pamphlet).

F. Read-- Raymond-W. Mack and Troy S. Duster, "Patterns of Minority
Relations," Anti-Defamation League of B'nai B'rith (pamphlet).

G. Read - Earl Raab and Seymour Lipset, "Prejudice and Socieyt,"
Anti-Defamation League of B'nai B'rith (pamphlet).

H. Read - William Van Ti}, "Prejudiced - How Do People Get That
Way?" ,Anti-Defamation League of B'nai B'rith (pamphlet).

I.. Read - Howard J. Ehrlich (ed.), Theory Into Practice, special
edition, available from Anti-Defamation League of B'nai B'rith.

J. Read - William Peters, "Why Did They Do It," Good Housekeeping,

June, 1962.

K. Read - G. M. Morant, The Significance of Racial Differences.
Paris, France: UNESCO, 1-958, 47 pp.

L. Read Arnold Rose, The Roots of Prejudice. Paris, France:

UNESCO, 1958, 35 pp.

M. Read - David Westheiner, My Sweet Charlie. Garden City, N.Y.:

Doubleday, 1963, 366 pp.

IV . SELF-TEST

A. Define "sterotype" and give at least five examples of stereotyping.

Explain how the thinking represented in each of your examples re-

stricts one's effectiveness in human relations.

,*The studetn selects from the suggested learning materials and activities

those which he needs in order to achieve"the instructional objectives.

He is neither; restricted in these suggestions nor expected to use all of

them.

17
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B. List your free response to each of the following areas. Teacher,
teen-ager, parent, Mexican, truck driver, farmer, fat, red. Are
your responses accurate? Explain.

V. SELF-TEST KEY

Answers on the self-test will vary. After checking your performance
with the objectives and discussing your answers with other students,
if you still are in doubt about acceptability you should discuss the
answers with one of your instructors.

VI. QUEST SUGGESTION

Select a common stereotype and describe the process of generalization
by which this stereotype might have developed. Can you find any
evidence to support or refute your description?

Summary

The instructional management strategy is designed to assist teachers
in establishing stepwise procedures for achieving individualized instruction.
The important elements in the strategy are learning packages designed for
use by individual pupils. Identification of the important concepts and
linstructlonal objectives which are to be taught by means of these packages
will permit the establishment of hierarchical schemes around which the
curriculum may be organized, K-12 and even higher. The packages may take
many forms, but a common characteristic of each is the provision for
self-pacing. As a result, the pupil is enabled to progress at his own best
rate, thus avoiding the familiar difficulties of group-paced instruction.

18
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INTRODUCTION

In recent years the place of small group discussion in the

instructional program of our schools has come under considerable

investigation. There are several reasons for this inquiry, as

will be explained later in this paper. While the discussions

method has been part of the reservior of teaching techniques used by

skillful teachersin the past, the present emphasis places small-

group discussion in a new framework. Currently, we consider the

small discussion group to be characterized by the following:

1. It is a face to face meeting of three to fifteen. persons.

2. The small-group meeting is part of the planned total
educational experience of the student. As such, small group
discussions directly related to other experiences provided
in the educational program for the student.

3. The discussion group is student or group centered. While

the teacher is part of the group, he does not play the dominant
role. The students learn from one another. They relate
their own experiefices, knowledge and understanding to the

topic.

4 The group exists for two primary purposes. First, to prOvide
the students with an opportunity to develop better insight,
understanding and concepts of the subject matter under

consideration. The small group is used as a laboratory to test
ideas, receive reinformcement and to discuss areas for further
inquiry.' Secondly, the small group exists for the purpose
of helping youngsters learn more about their place in a group,
how to work with others in solving problems, and how to share their
ideas. In short,,small-group discussion is both subject and pro-

cess oriented.

Because of the recent interest in the role of small -group discussion

in the educational process and becaUse of the difficulties confronted

by teachers using the method, this paper has been developed. The

writer has an opportunity to work in a school where small-group discus-'

sion was part of the program. He has alsohad an opportunity to visit

22
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schools employing seminar techniques. As a result of the experiences,

more questions than answers have come to mind. In this paper, an

effort has been made to. answer some of the questions which seem to be

most pressing to those interested in small-group discussions. In the

following pages ther writer attempts, through an investigation of relating

literature.in the field, to answer the following questions:,

1. What is small-group discussion?, .

2. Why have small-group discussion?

3. How should small-groups be organized?

4. How can the small discussion group function more effectively?

.
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I. WHAT IS SMALL-GROUP DISCUSSION?

John W. Keltner defines group discussion as a method or making

democracy work. He states that it is primarily problem-solving by two

or more people talking and thinking together in a group where they

work face to face with each other. Keltner goes on to list ten factors

leading to good discussion:

"1. Good group discussion is a common experience shared by
everyone.

2. It is primarily a problem-solving experience.
3. It requires that members be informed.
4. It requires that we share our information with others.
5. It requires-an objective attitude by members toward the .

problem, the information, his colleagues, and himself.

6. It requires reflective thinking.
7. It requires good leadership.

8. It requires good listening.
9. It requires good speaking.

10. It depends upon individual contributions.
Ill

Group discussion as we refer to it in this paper has two major

purposes. First, .it helps the student to understand and stimulat ideas,

concepts and prindiples. In this regard it is subject oriented. A

concept in social studies may be better understood as a result of a

student's participation in group discussion. In addition, the seminar

may well serve as a launching pad for further inquiry by the student on

his own.

The second purpose of group discussion is process oriented. The

student learns how to become a part of a group. He learns how to work

with others. He learns how to listen. He learns the process whereby

problems are solved through group interaction.

1Keltner, John W.:Group Discussion Processes
New York: Longmans, Green and Co., 1957 pp. 4-11.
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Small-group discussion, as used in this paper, refers to groups,

of students meeting on a regular basis with three to fifteen people in-

volved. It is also assumed that.the small group sessions are part of the

total plan of instruction. By this, we mean the seminar group a

fragment of a larger instructional group and is related to the student's

independent or individual study as mell.

25
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II. WHY HAVE SMALL-GROUP DISCUSSION

It would appear that there are two major reasons for the cur-

rent emphasis on student participation in small-group discussion.

The first of these reasons is to help the student better prepare

himself for life in contemporary society. In our present culture,

small -group discussions are extremely important. This is an age of

communication. It is assumed that much of the problem solving, be-

havioral and attitude changes necessary to improve our society can

better be done through group process than on an individual basis.

Secon4K-group discussion is on educational experience that aids

the student in learning. Let us examine each of these reasons

separately.

A. The Place of Discussion in Our Society

Historians are fond,of coining phrases designed to capture the

essence of the times with which they are dealing, The Age of

Reason, the Age of Alchemy, The Atomic Age, The Space Age -- these

are but a few examples of their efforts. Soon a historian will

probably classify our present day as the Age of Communications, for

surely ours is a time when people, pePhaps more than everbefore

in history, are engaging in talk with their fellow man. In-this

country, discussion among people is a ap.st important part of making

decisions, forming policies and developing cooperation. To anyone

fami)iar with modern business and industry, for example, it hardly

seems necessary to point out the amazing amounts of time that are spent

on meetings.

26
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Is the group discussion method the best way to conduct so many

of our affairs? No doubt there is a strong consensus of opinion

that the group method is the best. Business men and others, for

example, have come to consider the conference the be means for

seeing that the managerial work of,the world gets carried on.

Billions of dollars rest on the assumption that group discussions

are in some sense better than individual decisions. Is this, however,

a fair assumption? Are groups more effective'than the jfldividual,

in such areas as changing attitudes and behavior or in such fields

as problem solving?

The question of the impact of the group on individuals has come

into study within the past decade. This is u.Sually referred to as

"small group analysis" or "group dynamics" and it has mostly been

dominated by social psychologists. Research on the effects of the

group in changing individual attitudes and behavior has given rise

to three interrelated generalizations: "that the group change is

easier to bring about than is change of individuals separately;,that

its effects are more permanent; and that it is more likely to be

accepted if the individual participated in the decision."' If the

research, is valid, then the effect of the group on individual

behavior and attitudes is profound. Studies can be found supporting

the above generalizations. However, Olmstead points out that it's

too early to draw firm conclusions as to why these changes take place.

The importance of groups on individual behavior and attitudes cannot

be denied and deserves continued attention and research.

'Olmstead, Michael S. The Small Group, New York; Random House, 1959,
pp. 69-74.

17



What do the studies tell us about group problem solving? While

research has been limited, the investigators tell us this:

"In many simple tasks, tasks largely of the puzzle of reasoning
variety, groups are superior to individuals. Groups give more

correct solutions, they have better learning and recall, they
-make fewer errors and they detect them more quickly. Thus in

cool, impersonal laboratory problems wherein the checking of
logical error is important, groups do better than individuals."1

B. Discussion as an Aid to Student Learning

It has already been pointed out that the small group aids stu-

dent learning two ways. First, it helps the pupil to better under-

stand subject matter, concepts, ideas and principles. Secondly,

group discussion aids students in personal relations. Perhaps the

greatest stir in the investigation of the place of the seminar ap-

proach his come as a result of the writings of Dr. Lloyd Trump.. Dr.

Trump served as the Director of the National Association of Secondary

School Principals Commission on the Experimental Study of the Utili-

zation of the Staff in the Secondary School. As a result of tHg Com-

mission's five-year study, several reports were widely distributed.2

Subsequently, hundreds of schools throughout the nation have adopted

patterns of curriculum organization and instruction outlined in

these publications. One of the main ideas presented in these writings,

was the importance of small discussion groups. Dr. Tramp states the

'following four purposes of small-group classes:

"--Provide opportunities for teachers to measure individual

student's growth and development and try a variety of teaching

techniques which will be suited to the student's needs.

1 Olmstead, sp. ut. p. 85

2 See bibliography entries number 14, 15, 16
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- -Offer the thereapy of the group process, whereby students
are induced to examine previously held concepts and ideas
and to alter rigid, sometimes mistaken, approaches to issues
and people. Students will learn, in other words, how to be-
come a better group member.

- -Permit all of the students to dicover the significance of
the subject matter involved and to discuss its potential uses,
rather than just to receive it passively and return it in
tests, as happens too often in today's classroom.

--Provide students with opportunities to know their teachers,
on a personal, individual basis."1

Another influential authority in th e field of group process is

Herbert Thelen. In his recent book, Education and the Human Quest,
2

Dr. Thelen points out the importance of small group work in our

schools. Among other things he sees group investigation as a means

of motivating students.

"--there are a lot of things students do not, presently, have
a need to know. The unique function of group investigation is
to stimulate new needs for education... The heart of the
method of group investigation is to arrange things in such a
way that the students have the experience of creating a group
dedicated to the futherence of inquiry in the appropriate
domain of knowledge."3

Thelen goes a step further and adds another dimension to learn-

ing which he calls reflective action.4 In this process, students

apply what has been learned in all areas of the instructional program

into real life action. The point is, as has been stated earlier, the

Trump, J. Loyd, Focus on Change, Guide to Better Schools., Chicago:
Rand McNally Co., 1961, pp. 24-5.

2 Thelen, Herbert A. Education and the Human Quest., New York: Harper
Brothers, 1960, p. 224.'

3
Thelen, op. cit. pp. 146.7.

4
See Thelen, op. cit. Chapter 9; pp. 166-180.
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small-group discussion, the activities of the larger group, inde-

pendent study and perhaps reflective action are all part of a total

planned educational design. Certain activities are planned for each

of these areas of student experience.

Other authorities have pointed out advantages of small-group

discussion. In answering the questions what are the effects of

groups on the individual in the school environment, Barlund and

Bainman make the point:

"In educational groUps, participation in discussion not only
seems to increase the student's interest and learning but
also enables him to assimilate the material more throughly. "1

Research points that small groups alsO permit the student to

better express his own ideas and to hear from others. Carter
2

found that in the small group each individual has sufficient lat-

itudes or space in which to behave and thus the basic abilities and

ideas, since the amount of freedom in the situation is not sufficient

to accommodate all of the group members.

To summarize our discussion of why we have small-group discus

sions, the following major points have been presented:

1. We live in an age of communication.
2. Small group procedures are used in our socieyt to help

people change attitudes and behavior, solve problems and
better understand one another.

3. Small group discussions serve as an aid to students in
better understanding subject matter, concepts, principles

and ideas.

1 Barnlund, Dean C. and Haiman, Franklin S., The Dynamics of Discussion

Boston: Houghton Mifflin Co., 1969, p. 7.

2
Carter, L.F., "The Relations of Categorization and Ratings in

Observation of Group Behavior," Human Relations, April 1951,

pp. 239-254.
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4. Small group discussions serve as an motivational force for
students.

5. Small groups discussions help students to learn how to work
with one another and how to work as a member of a group.

k
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III. HOW SHOULD SMALL GROUPS BE ORGANIZED

In this section we shall attempt to briefly answer questions

regarding the composition of the. group, the size of the group and

the physical environment needed for good group discussion.

A. How Should Small Groups be Composed

This is a most difficult question to answer because at present

we seem to know very little about how to compose groups for instruction-

al purposes. This is unfortunate because according-to Thelen, "there

is a growing belief that the composition of the group may be at least

as important as the method of the teacher in determining the quality

of the educational product."1

Perhaps we can begin by saying that as we become more skilled

in small group ,discussion techniques, research will develop that

will be of assistance to us forming groups for discussion purposes.

Until then we should provide for as much flexibility as possible.

By this we mean that it should be possible to' move persons from

group to group as the need become apparent.

There are a few things we do know about the composition of

groups that should be mentioned. First, the composition of the

group should be appropriate to this purpose. For this reason

group membership may change from time to time. Secondly, groups

should be able to find common causes readily. Third, there should be

a cross section of representaives abilities and knowledge on the part

of the students. There may be some exceptions to this, particularly

at the extreme levels. This is only an opinion of the writer and

1 Thelen, op. cit. p. 131
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cannot be backed up by research. Fourth, and we credit Dr. Thelen

IIIfor this, "the group should be able to get into temperamental con-

flicts. The members should react differently to the same reality

stimulus; there should be the possibility of clashes."
1

Finally, groups should be composed in such a manner as to provide

combinations of -students whose psyche needs help rather than hinder

possibilities of learning. In some cases this may mean the separation

of friends while in other cases it may mean putting them together.

B. What should be the Size of the Small Group.

A considerable amount of research has taken place concerning the

optimum size of problem solving groups. We do not intend to .devote

,much discussion to these studies since most of the research points

out that discussion groups seem to function best when the number

ranges between three and sixteen. These limits have no magic about

them and of course time, place and purpose have a great deal to do

with the number of people that can work together effectively. Both

Thelen and Trump agree that in most cases the school discussion group

should not exceed fifteen students.

Elizabeth Belford, co-chairman of the humanities division at

Ridgewood High School, a school that utilizes small-group discussion

in most of its courses, believes that when the size of the group

becomes less than eight the group loses its effectiveness. The writer

has worked with teachers who had discussion groups ranging in size

from six to seventeen pupils. The consensus of opinion of these

1 Thelen, op. cit. p. 134
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teachers was that twelve students was the ideal number.

To summarize, we can, say that group size is largely dependent

on the purpose of the group and on teacher preference. In most

cases the group will hot be fewer than eight students or more than

fifteen.

C. What Considerations should be Made for the Physical Environ-

ment for Small-Group Discussions?

Most of us are familiar with the physical arrangements needed

for effective discussion. With the new emphasis on small c17.ises,

schools are being constructed which provide areas specifically de-
.

signed for this type of activity.1 Older schools being remodeled to

meet changing needs of the-curriculum are dividing existing classrooms

with folding partitions. When constructing seminar.rodms, Trump sug-

gests that they can be of a variety of shapes -- rectangular, square,

five or six sided, and, usually measure 200 to 250 square feet.
2

Furniture for these discussion rooms normally consists of chairs and

tables arranged in a circle. Recently, school equipment companies

haVe begun to manufacture chair-desks designed to groups for discus-

sion sessions.

In seating students for discussion, it is important to arrange

the room in such a way that all members of the group can have eye

contact with one another, are close enough to hear all that is said

and 'feel" as if they are part of the group. Keltner outlines the

following forms of seating that have been used in discussion groups:

1 For comprehensive discussion of some of these schools see "Profile
of Significan Schools" Series of Educational Facilities Labor-
atories., 477 Madison Ave., New York, 22, N.Y.

2
Trump, op. cit., p. 39.
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"1. The Circle and semicircle are the most desirable.

2. The square is almost equally desirable.

3. The rectangle is less desirable because of the tendency to
line people up on either side of the table and create long
distance from head to foot.

4. The T formation is a popular form in many business houses,
but it often creates a kind of status of power centered at
the middle of the T. At the same time, it made it diffi-
cult for the man of the outside corner of the T tosee and
hear those cornerwise across the table.

5. The triangle is usually a very good arrangement."1

1 Neltner, op. cit., p. 123

35
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IV. HOW CAN THE SMALL DISCUSSION GROUP
FUNCTION MORE EFFECTIVELY

This is the question most frequently asked by educators interestedja

small-group discussion. Teachers employing the seminar approach have dis-

covered extreme difficulties in conducting meaningful discussions. The

fallowing quote is typical of the reaction of many people studying the staff

utilization proposals:

"Where the program falls down is in the seminar. Hardly a handful
of teachers really know how to use them properly. Most teachers
approach seminars as classes with fewer pupils. They work with
them exactly the same way they would work with classes of 25 or 30
students."1

Dr. Trump points out in the report of the Staff Utilization Commission

that teachers had difficulty with small groups. For example, he notes ob-

servations of teachers who sometimes remained standing by a portable

blackboard giving directions, asking questions, and writing answers during

much of the period. As many as one-half of the students in several observed

instances never contributed an idea during the entire period even though

there were only ten to fifteen of them in the group. Most of the time was

spent by the teacher in asking questions each answered by one student with-

out discussion among pupils.
2

How can we help teachers overcome these difficulties? First, we must

look at small group discussion in a different light than most of us have in

the past. As has already been suggested, the small group has an identity

all its own --- it has a special purpose. Seminars are designed to allow

students to do things they cannot do in an ordinary classroom.

1. "Why Seminars Don't Work," School Management, June, 1962, p. 552.

2. Trump, op, cit., p. 25.
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Secondly, students need assistance in understanding the purpose of

small group discussion and his.place in. it. The purposes oLtlined in

section two of thi's paper should be known by students as well as teachers.

Third, students need assistance in identifying themselves to the

group. Identification is a feeling of inner warmth that tells the student

he has security in the group and that his ideas and words will have meaning

in the group. Group identification is an important key to successful seminar

work. It is the cohesiveness that holds the grOup together and helps mem-

bers work well together.

Fourth, while identification may be important, it cannot exist unless

the teacher establishes a rapport with the group. A free atmosphere is

structured in such a way as to permit give and take among students and be-

tween students and teachers.

Finally, the group needs to evaluate itself from time to time. This

will help students move along in their understanding of discussion and sub-

ject matter.

In order to provide the criteria suggested above, a new role on the

part of the teacher is called for. It is a role more concerned with learn-

ing and less concerned with teaching. This new role has been most difficult

for teachers to achieve. The seminar will not work effectively however

unless teachers are willing to make the adjustment. This point is made in

rather strong terms by Thelen.

"It is unfortunately all too clear that to get group investigation
in classrooms will require two revolutions in practice. The first
is the shift from the idea of "subjects" as collections of pre-
digested organizations of information; and the second is the shift
from governance of the classroom by teacher edict to governance
by decisions developed from, or at least validated by, the exper-
ience of the group--within boundaries and in reletion to phenomena
identified by the teacher as objects for study."I

1 Thelen, op. cit., p. 148.
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Let us now turn 'our attention to the specific roles of persons res-

ponsible for helping the group to function more effectively. We shall

begin with a study of the role of the teacher.

A. The Role of the Teacher

The first responsibility of the teacher is to see that the discussion

is related to the other parts of the instructional program. Through the

information presented in the larger learning group and through the know-

ledge by combining it with studiht interest,-special talents and insight.

The seminar is not a rehash of what students already have learned, it is

applied knowledge, exploring different approaches, discovering differences

of opinions and turning up further areas for inquiry.

Secondly, the teacher has to be adequately prepared for the discus-

sion period. A teacher has a lot to say as to what will go on in the dis-,

cussion session itself, but he usually has his say prior to the seminar, not

during it. This is achieved largely through work with student learders.

This point will be discussed in the next section.

Next, the teacher has the role of expeditor, of one who sees to it

that things are constantly moving, again, this requireslindividual

teacher preparation as well as working with student leadership.

Foutth, the teacher is a resource person. As pointed out by Edward

Grodsky of Ridgewood High School, the students look up to the teacher

when they hit a spot where they cannot gather' information themselves.

This is where the teacher plays an important part in the seminar itself.

The fifth role of the teacher is to work with the student recorder,

observer and particularly the student leader. The teacher helps the group

leader in organization of his material and in understanding discussion

techniques.

38
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I

Finally, as stated earlier, the teacher has the responsibility to

help students understand the group process and the place of the indivi-

dual in the group. This will assist the teacher in establishing a proper

climate for true 'discussion.

The teacher's role in such a forum is a difficult one. The teacher's

work is mainly behind the scenes. He must help the student leader plan

successfully. He must direct the discussion without becoming involved.

This may mean asked a question when the group wanders from the topic or

suggesting a point that has not been mentioned. The teacher must be

available to present new information, or to correct 'false facts, but he

must wait until students have had an opportunity to supply the needed

information themselves. In other words, in a properly operating seminar

the teacher must"teach" without teaching; must lead without leading;

must, control without controlling. Truly it is not an easy occupation."1

B. The Role of the Group Leader
r

The role of the group leader is often the 'role of the teacher.

The teacher is the leader of the group, at least in the early stages of

its existence. As the members become more skilled in the group process,

studeRts will gradually take over the leadership role. Many factors will

determine when this shift will take place. Regardless of who assumes

the leadership role the tasks to be performed are the same. Let us now

examine a few of these specific tasks.

1 "Why Seminars Don't Work." op. cit. p. 52.
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1. Planning the Discussion Approach

It is necessary for the leader to think through'all the things that

are involved and be ready with background information and material prior:

to the discussion session. This does not mean that the leader will pro-

G

vide solutions to the problem but will think about ways of approaching,,

analyzing and considering the problem.

One approach that can be used is 'to prepare a list of questions

designed to open discussion and direct it toward the desired objectives.'

While this fo, ces the leader to-plan ahead there is one danger in the

method. When questions have been pre-arrtnged the members of the group

may be onctent to go through the questions as if they were answering

questions in an examination, answering in a very specific fashion. If

the right questions are prepared, however, and if the group is aware of

its goals this approach' should prove helpful.

2. Creating a Friendly Atmosphere for Discussion

We have already discussed this point under the heading "role of the

teacher." Again, an air of informality centered on respect for the in-

dividual is to be created.

3. Getting the Discussion Started

It is obvious that the first few moments of a discussion are the

hardest. An opening statement which reviews the purpose and nature of

the discussion period and what is expected of the group is almost a

necessity. The leader should avoid making decisions on which direction

the group,should go or just what it should do to deal with the problem.

He merely gets the group started. The following are a few examples of

questions which may be used to open the discussion:

40
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"1. What do you think about the problem as stated?
2. What has been your experience in dealing with this problem?
3. Would anyone care to make suggestions on facts we need to

better our understanding of the problem?"1

Another approach to opening discussion maybe through the use of a

startling statement. Sometimes a shocking set of data or a very signi-

ficant statement may set the group in action.

. 4. Helping the Group Members to Move Ahead with Continuity and

Focus.

Discussion is a step, by step process toward an ultimate goil. The

leader helps the group in this process by summarizing important points,,

by asking for reviews of the discussion progress, and by asking pertinent

questions. The asking of the right questions can be a most helpful tool,

in keeping the discussion moving. Keltner devotes a section of his book

to the topic of questioning. Space does not permit us to discuss all the

ideas presented. The following summary of the criteria for good questions

will prove helpful at this point.

"1. Questions'should be pertinent to the matter at hand.
2. Questions should be warm and personal but they should not deal

with personalities.
3. Questions should be clear and precise.
4. Questions should be anserable.
5. Questions shbuld be searching.
6. Questions should have a definite pOpose.
7. Questions which contain answers in them should be avoided.
8. The questions are usually brief."2

The following questions are presented as examples of the type the

discussion leader may ask in his efforts, to keep the discussion moving

along and properly focused:

1 Trecker, Harleigh B. and Trecker, Audrey R., How to Work with Groups,
New York: Morrow and Co., 1962, p. 70.

2
Keltner, op. cit. pp. 229-230.
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1. I wonder if me have spent enough time'on this phase of the
Oroblem? Should we not move to another aspett of it?

2. Have we gone, into this part of the problesm far enough so
that we might now shift our attention and consider this
additional idea?

3. in view of the time we'have set for ourselves would it not
be well 'to look at the next question before us?

4. Where are we not in relation to our goal for the disucssion?
5. Would you like to have me review my understanding of the

things we have said and the progress we have made in the
discussions?"1

5. Helping the group Members Participate

The problem of the non-participant is one which may prove most

frustrating to the discussion leader. In finding ways of helping group'

members participate, let us first remember that in order for people to

talk they have to have something to talk about. It has been pointed

out in this paper on several occasions that the seminar is related to

other parts of-the instructional program. Therefore, we expect students

to have something to talk about in small group discussion periods. Re-

gardless of the amount of knowledge certain people have, they still may

have difficulty expressing their ideas.

The following points are suggestions the leader may put to use in

helping these people.

First, by creating an atmosphere of acceptance and security, the

reluctant participant will be more likely to talk. We know that people

should feel secure and free from threat in order to be themselves and

expose their ideas or feelings to others.

A second approach may be through the use of the startling statement

referred to earlier. The leader may attack a popular point of view, or

make a statement shocking in nature.

1111
1 Trecker and Trecker, op. cit. p. 70.
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The leader can ask questions pointed indirectly at the non-partici-

pant. Here are two examples:

"1. Now that we have heard from a number of our members, would
others who have not spoken like to add. their ideas?

2. How do the ideas presented thus far sound to those of you who
have been thinking about themr1

A fourth suggestion is to give inactive members a specific assignment.

Perhaps a special assignment can be made to one of the members and. report

his findingsto the group. Another idea may be to put the non-participant

in charge of summarizing the discussion.

A final approach is simply "waiting them out." The indirect approach

has been used in counselling situations for some time. The client-centered

approach, applied first by Carl Rogers,2 has as its'fundamental 'premise

that human beings have within themselves constructive impulses which can

lead to creative and mature behavior. When applied to group discussion

the leader would wait for the participants to come forth on their own.

While'there is much to be said about "waiting them out", (man discussion

leaders are much too fearful of silence) the fact remains that only a

highly skilled leader can use a complete non-directive approach.

C. The Role of the Group Observer

In order for a group to function properly, it must evaluate itself

The group observe'r can help in this important task. Stith a person does

not participate regularly in discussion so that he can' concentrate on

what is happening. The observer attempts to analyze why the group is

successful or is having difficulties in discussing a give lesson. Often

1
Trecker and Trecker, op. cit. p. 70.

2
Rogers, Carl, Client Centered Therapy, Boxton: Houghtom Mifflin
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the observer role will be played by the teacher. Keltner defines the

role of the group observer as follows:

His distinctive character is as a reporter whose major aim is
to seP what is happening and report this to the group. He is,

in esense, a mirror whereby the group can see itself as it'
operates. He is interested in how the committee works rather
than what it works on. His job is to help the group function
more effectively by providing an insight into the inner machinery
of ther group process,"1

The use of the observer has been suggested by experts in group

dis6ussion for sometime. However, its application in the classroom has

been slow to come. The use of an observer involves,group evaluation

and this is something most groups resist in the beginning. Because the

techniques involved are extremely important, it is recommended /by the

writer that teachers familiarize themselves with the literature in the

field before attempting to use the observer approach. A good place to

begin such an investigation would be by reading some of the work of

Kenneth Benne.2

D. The Role of the Recorder

The work of the recorder is to keep a running record of the content

of the discussion so that, at any time, he can report back to the group
ti

what has been discussed. SinOe the group is interested more in what

was said than who said it, it is unnecessary to record the names of per-

sons making contributions. Usually the recorder .provides a summary of

the discussion at the close of the period. The following summary of a

guide for recorders will help define the role more clearly:

Keltner, op. cit. p. 300.

2
See for example Benne, Kenneth D. and Mentyan, Bozedor. Human Relations

in Curriculum Change. Springfield, Ill.: Illinois State Dqpartment

of Education. 1949. pp. 141-160.
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"1. Keep track of major contributions to the discussion.

A. Points upon' which there was cleavage of opinion in the
the group.

B. Points upon which the group agreed or on which formal
action was taken.

C. Points where the recorder is not sure of the group opin-
ions.

D. Points mentioned, but not discussed which the group may
wish to consider later.

2. Report to the group what was discussed and concluded rather
than merely what the discussion was about.

3. Be ready to report at any time and make an inclusive report
at the end of the session.

. Ask for suggestions from the group as to how the recorder's
work may be made more helpful."1,

1 Benne and Mentyan, op. cit. p. 139.
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SUMMARY

As a result of this study, the writer has a clearer picture of

the objectives of group discussion as well as techniques helpful to

persons responsible for "Providing leadership in discussions. The small

group discussion approach has much promise and deserves our most ser-

tolls consideration. The greatest need for further research is in the

area of technique. Teachers, schools of.education, and administrative

groups must concentrate on the task of developing techniques of dis-

cussion that will help the teacher responsible for group leadership.
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IV. HOW CAN THE SMALL DISCUSSION GROUP
FUNCTION MORE EFFECTIVELY

This is the question most frequently asked by educators interested in

small-group discussion. Teachers employing the seminar approach have dis-

covered extreme difficulties in conducting meaningful discussions. The

following quote is typical of the reaction of many people studying the staff

utilization proposals:

"Where the program falls down is in the seminar. Hardly a handful

of teachers really know how to use them properly. Most teachers

approach seminars as classes with fewer pupils. They work with

them exactly the same way they would work with classes of 25 or

30 students."'

Dr. Trump points out in the report of the Staff Utilizqation Commission

that teachers had difficulty with small groups. For example, he notes

observations of teachers who sometimes remained standing by a portable

411

blackboard giving directions, asking questions, and writing answers during

much of the period. As many as one-half of the students in several observed

instancesliever contributed an idea during the entire period even though

there were only ten to fifte,.:n of them in the group. Most of the time was

spent by the teacher in asking questions each answered by one student

without discussion among pupils.2

How can we help teachers overcome these difficulties? First, we must

look at small group discussion in a different light than most of us have in

the past. As has already been suggested, the small group has an identity

all its own - it has a special purpose. Seminars are designed to allow

students to do things they cannot do in an ordinary classroom.

1. "Why Seininars Don't Work", School Management, June, 1962, p..'552,

2. Trump, op. cit., p. 25.
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Secondly, students need assistance in understanding the purpose of

111 small group discussion and his place in it. The purposes outlined in

section two of this paper should be known by students as well as teachers:

Third, students need assistance in identifying themselves to the

group. Identification is a feeling of inner warmth that tells the student

he has security in the group and that his ideas and words will have meaning

in the group. Group identification is an important key to successful seminar

work. It is the cohesiveness that holds the group together and helps members

work well together.

Fodrth, while identification may be important, it cannot exist unless

the teacher establishes a rapport With the group. A free atmosphere is

structured in such a way as to permit give and take among students and

between students and teachers.

Finally, the group'needs to evaluate itself from time to time. This

will help students move along in their understanding of discussion and

subject matter.

In order to provide the criteria suggested above, a new role on the

part of the teacher is called for. It is a role more concerned with learning

and less concerned with teaching. This new role has been most difficult

for teachers to achieve. The seminar will not work effectively however

unless teachers are willing to make the adjuitment. This point is made in

rather strong terms by Thelen.

It is unfortunately all too clear that to get group investigation
in classrooms will require two revolutions in practice. The first
is the shift from the idea of "subjects" as collections of pre-
digested organizations of information; and the second is the shift
from governanCe of the classroom by teacher edict to governance
by decisions developed from, or at least validated by, the
experience of the group-within boundaries and in relation to phe-
nomens identified by the teacher as objects for study."

1. Thelen, op. cit., p. 148.
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Let us now turn our attention to the specific roles of persons res-

ponsible for helping the gourp to function more effectively. We shall

begin with a study of the role of the teacher.

A. The Role of the Teacher

The first responsibility of the teacher is to see that the discussion

is related to the other parts of the instructional program. Through the

information presented in the larger learning group and through the knowledge

gained in student individual study the teacher sees that pupils bring their

outside information to the seminar. The small group builds on this knowledge

by combining it with student interest, special talents and insight. The

seminar is not a rehash of what students already have learned, it is applied

knowledge, exploring different approaches, discovering differences of opinions

and turning up further areas for inquiry.

Secondly, the teacher has to be adequately prepared for the discussion

period. A teacher has a lot to say as to what will go on in the discussion

session itself, but he usually has his say prior to the seminar, not during

it. This is achieved largely through work with student leaders; This point

will be discussed in the next section.
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Next, the teacher has the role of expediter, of one who sees to it that

111 things are constantly moving, again, this requires individual teacher prepar-

ation as well as working with student leadership.

Fourth, the teacher is a resource person. As pointed out by Edward

Grodsky of Ridgewood High School, the students look up to the teacher when

they hit a spot where they cannot gather information themselves. This is

where the teacher plays an important part in the seminar itself.

The fifth role.of the teacher is to work with the student recorder,

observer and particularly the student leader. The teacher helps the group

leader in organization of his material and in understanding discussion

techniques.

Finally, as stated earler, the teacher has the responsibility to help

students understand the group process and the place of the individual in

the group. This will assist the teacher in establishing a proper climate

for true discussion.

The teacher's role in such a forum is a difficult one. The teacher's

work is mainly behind the scenes. He must help the student leader plan

successfully. He must direct the discussion without becoming involved.

This may mean asking a question-when the group wanders from the topic or

suggesting a point that has not been mentioned. The teacher must be

available to present new information, or to correct false facts, but he

must wait until students have had an opportunity to supply the needed in-

formation themselves. In other words, in a properly operating seminar the

teacher must "teach" without teaching; must lead without leading; must control

without controlling. Truly it is not an easy Occupation.°

111
1. "Why Seminars Don't Work", op. clt. p. 52.
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B. The Role of the Group11

The role of the group leader is often the role-of the teacher. The

teacher is the leader of the group, at least in the early stages of its

existence. As the members become more skilled in Ithe group process, stu-

dents will gradually take over the leadership role- Many factors will

determine when this shift will take place. Regardless of who assumes the

leadership role the tasks to be performed are the same. Let us not ex-

amine a few of these specific tasks.

1, Planning the Discussion Approach

It is necessary for the leader to think through all the things that

are involved and be ready with background information and material prior

to the discussion session. This does not mean that the leader will provide

solutions to the problem but will think about ways of approaching, analy-

zing and considering the problem.

One approach that can be used is to prepare a list of questions de-

signed to open discussion and direct it toward the desired objectives.

While this forces the leader,to plan ahead there is one danger in the

method. When questions have been pre-arranged the members of the group

may be content to go through the questions as if they were answering quest-

ions in an examination, answering in a very specific faShion. If the right

questions are prepared, however, and if the group is aware of,its goals this

approach should prove helpful.

2. Creating a Friendly Atmosphere for Discussion

We have already discussed this point under the heading "role of the

teacher". Again, an air of informality centered on respect for the indi-

vidual is to be created.
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2. Getting the Discussion.Started

It is obvious.that the first few moments of a discussion are the

hardest. An opening statement which reviews the purpose and nature of

the discussion period and what is expected of the group is almost a

necessity. The leader should avoid making decisions on which direction

the group should go or just what it should do to deal with the problem.

He merely gets the group started. The following are a few examples of

question -s which,may be used to open the discussion:

1. "What do you think about the problem as stated?
2. What has been your experience in dealing with this problem?

3. Would anyone care to offer. suggestions on facts we need to
better our understanding of the problem?".

Another approach to opening discussion may be through the use of

a startling statement: Sometimes a shocking set of data or a very

significant statement may set the group in action.

4. 'Helping the Group Members to Move Ahead with Continutiy and

Focus.

Discussion is a step by step process toward an ultimate goal. The

leader helps the group in this process by summarizing important points,

by asking for reviews of the discussion progress and by asking pertinent

questions. The asking of the right questions can be a most helpful tool

in keeping the discussion moving. Keltner devotes a section of his book

to the topic of questioning. Space does not permit us to discuss all the

ideas presented. The following summary of the criteria for. good questions

will prove helpful at this point.

1. Trecker, Harleigh B. and Trecker',N, Audrey R. How to Work with Groups,

New York: Morrow and Co., 1952. p. 70.
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"1. Questions should be pertinent to the matter at hand.
'L. Questions should be warm and personal but they should not

deal with personalities.
3. Qu'estions should be clear and precise.
4. Questions should be. answerable.

5. Questions should be searching.
6. Questions should have a definite purpose.
7. Questions which contain answers in them should be avoided.
8. The questions are usually brief."1

The following questions are presented as examples of the type the

discussion leader may ask in his efforts to keep the discussion -moving

along and properly focused:

"1. I wonder if we have spent enough time on this phase of the
problem? Should we not move to another aspect of it?

2. Have we gone into this part of the problem far enough so
that we might now shift our attention and consider this
additional area?

3. In view of the time we have set for ourselves would it
not be well to look at the next question before us?

4. Where are we not in relation to our goal for the discussion?
5. Would you like to have me review my understanding of the

things we hare said and the progress we have made in the
discussions? 2.

The problem of the non-participant is one which may prove most

frustrating to the discussion leader. In finding ways of helping group

member participate, let us first remember that in order for people to

-talk they have to have something to talk about. It .has been pointed

out in this paper on several occasions that the seminar is related to

other parts of the instructional program. Therefore, we expect students

to have something to talk about in small group discussion periods. Re-

gardless of the amount of knowledge certain people have, they still may

have difficulty expressing their ideas.

1. Keltner, op. cit. pp. 220-230.

2. Trecker and Trecker, op. cit. p. 70.
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The following points are suggestions the leader may put to use in helping

these people.

First, by creating an atmosphere of acceptance and security, the

reluctant participant will be more likely to talk. We know that people

whouldr-feel secure and ree from threat in order to be themselves and

expose their ideas or feelings to others.

A second approach may be through the use of the startling state-

ment referred to earlier. The leader may attack a popular point of

view, or make a statement shocking in nature.

The leader can ask questions pointed indirectly at the non-

participant. Here are two examples:

"1. Now that we have heard from a number of our members, would
others who have not spoken like to add their ideas?

2. How do the ideas presented thus far sound to those of you
who'have been thinking about them ? " 1'

A fourth suggestion is to give inactive members a specific assign-

ment. Perhaps a special assignment can be made to one of the members

and report his findings to the group. Another idea,may be to put the

non-participant in charge of summarizing the discussion.

A final approach is simply "waiting them out." The indirect

approach has been used in counseling situations for some time: The

client-centered approach, applied first by Carl,,Rogers,2* has as its

fundamental premise that human beings have within themselves construc-

tive impulses which can lead to creative and mature behavior. When

applied to group discussion the leader would waft for the participants

1, Trecker and Trecker, op. cit. p. 70.

2. Rogers, Carl. Client Centered Therapy. Boxton: Houghton Mifflin
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to come forth on their own. While there is much to be said about

"waiting them out", (Many discussion leaders are much too fearful

of silence) the fact remains that only a highly skilled leader can

use a complete non-directive approach.

C. The Role of the Group Observer

In order for a group to function properly, it must evaluate

itself. The group observer can help in this important task. Such

a person does not participate regularly in discUssion so that he can

concentrate on what is happening. The observer attempts to analyze

why the group is successful or is having difficulties in discussing

a given issue. Often the observer role will be played by the teacher.

Keltner defines the role of the group observer as follows:

"His distinctive character is as a reporter whose major
aim is to see what is happening and report this to the
group. He is, in a sense, a mirror whereby the group can
see itself as it operates. He is interested in how the
committee works rather than what it works on. His job is
to help the group function more effectively by providing
an insight into the, inner machinery of the group process."

Ihe use of the observer has been suggested by experts in group

discussion ofr sometime. However, its application in the classroom

has been slow to come. The use of an observer invOlves group evalu-

ation and this is something most groups resist in the beginning. Be-

cause the techniques involved are extremely important, it is recommend-

ed by the writer that teachers familiarize themselves with the litera-

ture in the field before attempting to use the observer approach.

A good place to begin such'an investigation would be by reading some

1. Keltner, op. cit. p. 300.
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of the work of Kenneth Benne. 1

D. The Role of the Recorder

The work of the recorder is to keep a running record of the

content of the discussion so that, at any time, he can report back

to the group what has been discussed. Since the group is interested

more in what was said than who said it, it is unnecessar: to record

the names of persons making contributions. Usually the recorder

provides a summary of the discussion at the close of the period.

The following summary of a guide for recorders will help define the

role more clearly?

"1. Keep track of major contributions to the,dis,ussion.

A. Points upon which there was cleavage of opinion in the
group.

B. Points upon which the group agreed or on which formal
action was taken.

C. Points where the recorder is not sure of the group
opinions.

D. Points mentioned, but not discussed which the group
may wish to consider later.

2 Report to the group what was discussed and concluded rather
than merely what the discussion was about.

3. Be ready to report at any time and make an inclusive report
at the end of the session.

4. Ask for suggestions from the group as to how the recorder's
work may be made more helpful."2

1. See for example Benne, Kenneth D. and Mentyan, Bozedor. Human

Relations in Curriculum Change. Springfield, Ill.: Illinois

2. Benne and Mentyan, op. cit. p. 139.
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SUMMARY

As a result of this study, the writer has a clearer picture of

the objectives of group discussion as well as techniques helpful to

persons responsible for providing leadership in discussions. The

small group discussion approach has much promise and deserves our

most serious consideration. The greatest aneed for further research

is in
1

the area of technique. Teachers, schools of education and

administrative groups must concentrate on the task of developing

techniques of discussion that will help the teacher responsible for

the. group leadership.
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SMALL-GROUP DISCUSSION

Grouping 15 or fewer students in separate classes aims to develop-better inter-
personal relations among-students while they learn essential knowledge, effective
communication of ideas, problem solving and divergent thinking.

GUIDELINES

1. Approsimately 15 students represents the maximum number that can
effectively participate in group discussion activities.

2. Small groups are constituted to provide needed discussion experiences
for particular kinds of students.

3. Effective teacher participation in student discussions calls for
extremely high levels of professional competence.

4. The time required for small-group activities diminishes as students

become more sophisticated discussants.

5. Small-group discussion is related to large-group instruction and
independent study in all subject areas.

Frequently we clarify ideas and are stimulated for further inquiry as a result of
conversations we have with other persons. Also, we use such opportunities to

persuade other persons to accept our beliefs. New acquaintances and friendships

develop in such chance or planned meetings. Life would be quite incomplete with-

out the discussions we hold with other persons in small groups.

Education in schools also requires participation in small groups. However,

because schools exist to improve pupil behavior, specific training programs in-
volving small-group discussions are essential. The conventional class of 25-30

students is too large for these training experiences. Dividing the class into two
or three sub-groups does not represent a good substitute for classes of 15 or

fewer because a competent teacher cannot be physically present full time to

assist each of these small groups.

These small class8 represent essential education for citizenship in a democracy.
Students need to learn to discuss controversial matters, to communicate effectively,
to respect the opinions of others, and to deal with peiple whose backgrounds dif-

fer from their own. The discussions they hold reinforce and use the knowledge
the students have learned in large groups and in their own independent study.
They crystallize values and from attitudes in much the same was as these goals
are accomplished in life outside the school.

Small-group disscussion requires new roles for both teachers and students.
However, none of them typically has had adequate experience and training to achieve

maximum benefit from these arrangements. For example, teachers worry that the

group is not covering a predetermined body of subject matter, Students are likely

to have similar concerns. Most teachers and students can easily miss the major
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purposes of the small-group activities. Teachers need to cast themselves in the
role of listener, advisor, and as a co-participant with the students. Students
need to learn a variety of group roles: leader, recorder, observer, and the kinds
of functions served by a variety of gorup members.

Experience in schools organizing small groups, and considerable research in group
dynamics, indicates the maximum desirable size of these groups to be approximately
15. That is the largest number of students that logistically may have an oppor-
tunity to become actively involved in discussion during a reasonable period of time.
Most schools believe that from 30 to 50 minutes is a desirable length of time for
these grur' discussions.

The number of meetings per week is best determined by the opinions of teachers and
studuts. There is a tendency to schedule more meetings than necessary because
of the predisposition to cover a given area of content rather than to be concerned
about the development of attitudes, values, and competencies in discussion and in
group relationships. Since the latter goals are common to all of the small-group
activities in various subject areas in the school, a given subject may actually
operate with fewer meetings. As teachers and students become more experienced
and competent in group discussions, fewer meetings are needed or at least the
sessions can be briefer.

Small groups are constftuted on a variety of bases in accordance with professional
decisions or teachers and counselors. A policy should be early established in the

minds of everyone that the composition of small groups will be changed frequently.
For example, if teachers and counselors determine that two or three students are
dominating the discussion in a given group, it is good both for those students and
the others, that they be transferred to another group which contains stronger
student discussants. Both groups, the one they had been in and the new group, can
benefit from the transfer and the groups in turn will have beneficial effects upon

the individual students themselves.

Groups may be composed on a variety of other bases. Friendships, emotional

maturity, sex, quality of past school work, special interests, vocational or
educational goals, and many others, may be considered. Counseling records, interest
inventories, teacher opinions, sociometry, school records, and other appropriate
information are utilized in making original assignments of students to groups and

in changing group composition. Periodic discussions of teachers, counselors, and

the principal or assistant principal who know these students should be scheduled
to exchange information and ideas about ameliorative arrangements for students.

One of the issues that divides teachers of small groups is whether students should
originally be selected as leaders or whether the teacher should serve that role.
The arguments pro and con are quite obvious. If a teacher is incapable or
unwilling to relinquish the leadership role, it is probably better never to

assume it. On the other hand, much can be said for a teacher's assuming that
role for the first two or three meetings of the group to provide an excellent

example of how a leader should relate to the group. Such a brief time also per-
mits natural leadership to emerge from the group so that the teacher within

two or three sessions can relinquish leadership to a given individual. The teacher

should then alternate between the roles of group observer and consultant, both of

which roles are shared with students.
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. The first task of the group leader, student or teacher, is to help the group decide

on the issues it wishes to discuss, to clarify the issues, and to help the group

plan procedures. During the discussion the leader tries to involve as many of the

group members as possible. For example, noting that some members have not par-
ticipated, he will rasie a question regarding what the group is missing by not

knowing what the others are thinking. He may even call on some of them for expres-

sions or assistance. If the group departs from the subject of the discussion, the
leader tells them what is happening and asks the group to decide whether they want

to turn to a new topic or continue discussion of the original one. If the

discussion is going badly, the leader calls on the group observer for reactions
on why the discussion, is not going well,, Periodically the leader calls on the

recorder to summarize the discussion to date, or he may call on the consultant for

clarification or for more adequate information if that seems to be needed. The

leader also helps the group to remain conscious of the time limits on their
meeting and thus may help them to focus their discussion more sharply. All in all,

the leader aims to help individual members and the group to become more effective

and efficient in their discussions.

Some member of the group should be appointed recorder. This individual keeps a

record of the content of the discussion so that he can report back to the group

on request. Since the group is interested more in what was said then in who said

it, it is unnecessary to record the names of persons making contributions. The

recorder notes the areas of agreement and disagreement, rather than everything

that was said by each person making a contribution. Usually the recorder provides

a summary of the discussion at the close of the period.

Some student, in addition to the teacher, should be asked to serve as a group

observer. This person does not participate regularly in the discussions so that

he can concentrate on what is happening. He will find it helpful to keep a tally on

who participates in the discussion so he can report whether some persons including

the leader, are monopolizing the group time or others are not contributing. The

observer attempts to analyze why the group is particularly successful or is having

difficulties in discussion a given issue. When called upon by the group leader,

he raises questions with the group on these points of evaluation, trying to help the

group grow in the quality of their discussion rather than serving as a conven-

tional teacher scolding some people and praisihg others for what they say.

The teacher, a member of the group, or someone specially invited to meet with

the group for a given discussion, may serve as a consultant to the group. This

person is not expected to make a speech or to monopolize the discussion. He

is there to bring a certain, type of information and experience that other members

of the group may not possess. This is a very difficult role for a teacher because

the purpose of the consultant is not to set too high a level of discussion or to

dominate the grup because of the status of this position. On the other hand,

if a teacher or other consultant finds a group member making such a gross error

that the discussion is going in the wrong direction, the teacher has the

responsibility to correct that information or statement. Deciding whether the

error really matters is a difficult one that tests the consultant's qualities

as a helper of students learning to discuss more effectively.

Periodically, during the early history of a group, the teacher will meet with the

group leader, recorder, and observer to help them grow in their various res-

ponsibilities. The teacher also will occasionally talk to the members of the group

helping them as individuals and as a group to understand better what they are doing.
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There is need to analyze the member who contributes little, or who talks too
much, or who constantly gets the group off the subject, or who asks irrelevant
questions, or who irritates by being antagonistic constantly, and the like. Con-
versely, efforts need to be made to point out group members who are especially help-
ful to the group by such actions as bringing desirable information at the right
time, by summarizing the discussion, by helping to clarify issues, and by helping
non-cooperative group members become cooperative in the interests of gorup pro-
gress.

Working with small-group discussion challenges very high professional compotencies
on the part of teachers. A study of gorup dynamics can help in the development of
these competencies. Acquaintance with the principles of sociometry and behavioral
physchology is essential. Today's conventional school does not provide teachers
with instructional opportunities as described in this presentation. On the other
hand, if teachers do not take advantage of the opportunities in small-group discus-
sion somewhat along the lines described here, there is not purpose in organizing
classes of 15 or fewer.
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GROUP DEVELOPMENT

Bernard M. Bass

Like individuals, groups learn. The eventual performance of a group depends
on both individual learning of its members and how well the members learn to work
with each other, how well they make use of each other and how well they coordinate
their efforts. Groups can and must learn how to use the resources their members
bring to the group. Four stages have been described in the learning process for
committees, discussion groups and many kinds of work groups.

Stages in Group Development

A four-stage learning process describes the development and maintenance of
typical groups responsible for planning, operating decisions, sharing information or
evaluating. First, members must learn,to accept each other and develop mutual
confidence and trust. Only after this has occurred can they proceed to communi-
cate openly and freely and to act and react with their full resources to set and
achieve desired goals at a high rate-of productivity. Finally, when such productivity
has been demonstrated, the immature formal controls based on power can be modified
so the group operates with more spontaneous informality. The members move from
concern about trusting each other to concern about how to communicate effectively.
From there they proceed to concern about what goals to set and finally to con-
cern about how controls shall be maintained.

First Stage: Developing. Mutual Acceptance and Membership

Members initially are hampered by their mistrust of each other (which they are
often quick to deny). They respect the motives of others, but they fear their own
inadequacies as well as those of other members. Protection is sought in cliques and
mutual admiration pairings. :Remaining defensive, they restrict the range of
permitted behavior through conformity and ritual.

When members learn to accept each other and themselves, they can easily
express their feelings and conflicting attitudes. Norms are established about
how they will proceed, but individual differences are tolerated. Legitimate
influence is accepted, and members develop a liking for each other.

Second Stage: Communication and Decision-Making.

During this phase, what were first ambiguous expressions are clarified in
meaning. Sufficient time is spent in reaching decisions.

Third Stage: Motivation and Productivity

This group has reached matumity in resolving problems of its members' moti-
vation when creativity is observed in sustained work, when members are involved
in the work, when extrinsic or irrelevant rewards are not needed to maintain as
high a level of productivity and when members cooperate, instead of competing.

Fourth Stage: Control and Organization

A group has succeeded in effectively organizing when work is seen to be
allocated according to'lhe ability to do it and by agreement among those involved.
Members are later dependent, each on each other. The organization remains flexi-
ble and ready to change in the face of new challenges, informality and spontaniety

is stressed with actually little concern about the form of the organization.

66



The Mature Group

1. The members function as a unit. The group works as a team.
The members do not disturb each other. . .

2. The members participate'fully in group effort. They work hard
when there is something to do. Members do not loaf if they get
the opportunity. . .

3. The members are oriented toward a single goal. They work for
common purposes. . .

4. The members have the equipment, tools and skills necessary to
atain the group's goals. The group members are taught various
parts of their jobs by experts. The group is not shorthanded. . .

5. Members ask and receive suggestions, opinions and information from
each other, if a member is uncertain about something, he stops
working and finds out. The members talk to each other frequently. . .

Thus, the effective work group is one in which the individual members are highly-
interdependent, coordinated and cooperative in their efforts. They are capable
and highly motivated as individuals, and information flows freely among them.

6/14/66
250

67



SECTION IV

68
\



WHAT IS INDEPENDENT STUDY ALL ABOUT

During the past few years, considerable attention has been focused in
the writings of professional journals on student independent study. In this
presentation we will attempt to analyze independent study by discussing what
independent study is, why it is important, and how it can be best implemented
in the total instructional program.

WHAT IS INDEPENDENT STUDY?'

Basically, independent study involves the pursuing and acquisition of knowledge
and skills by students with limited assistance from their classroom teachers.
This is in contrast, to the imparting of knowledge from teacher to student as is
provided through,lectures, demonstrations, and discussion.

We know that independent study is not new. Certainly, much of what we learn
is'lea(ned outside the classroom. The student's natural quest to satisfy
his curiosity leads to-'a great' deal of .independent study. As far as formal
education is concerned, the development of the homework policy some three years
ago was an attempt to give some guidelines in this important area.

Ina recent television interview comparing the American and English university
systems Dr. Louis Benezet, President of Claremont Graduate"School, stated
that true education is self education. Certainly the emphasis on the tutorial
approach at Oxford University in England is an example of how independent study
can work. The,entire educational program in this institution is based on the
pursuit of knowledge by the individual. As pointed out by Dr. Benezet, American
university people are beginning to see the value,of such an approach and are
making applications in'this country.

WHY INDEPENDENT STUDY?...

Self direction is one of, the most important objectives,of education. We would
hope that by the time a student graduates from senior high school he would have
developed a high sense of self direction and motivation.' Unfortunately, much
of the education in our schools today is teachers talking and (hopefully!)
students listening. If pupils arero have an opportunity to develop self direc-
tiOn they must have an opportunity to experience it through independent study.

We live in a world of change. he amount of knowledge is accumulating very
rapidly. Half .of what an engineer studies today will be obsolete in ten years.
Half of what he will need to knOicis not yet known )y anyone. Ninety per cent
of the scientists of history live *today. The Educational Policies Commission
of the National EducationsAssociation states that the average high school graduate
today will have to be,retrained At least three times during his lifetime just
to keep pace with the acceleration of knowledge and technology.

It is obvious that one of the primary functions of education is to, help students
"learn how to learn."
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Independent study

Independent study is also psychologically sound. From experience we know that we
learn best what we discover for ourselves. Much of what we know about the techniques
and processes of mastering information suggests that there may be altogether too
much emphasis placed on the teacher "transmitting knowledge." Such emphasis implies
that the teacher is a person whom the child depends upon to tell him what he needs
to know. Valid research findings show us, however, that learning is better acquired
when the teacher creates however, that learning is better acquired when the teacher
creates situations whereby the student can discover knowledge for himself.

PHASES OF INDEPENDENT STUDY

nix. convenience sake, I have divided independent study into four phases. Also for
convenience sake I have provided a label for each phase, which is -intended to be
an example of how this phase operates and not limited to the label.or example.

Phase One (the lesson for tomorrow). 17%1Q izvel of independent study is initiated

by the teacher. It is the customary daily or weekly homework assignment.. Heavy
emphasis is placed upon drill activities and it is quite routine in nature. To

be truly effective, homework should be individualized; that is, the assignments
given to pupils should be based on the student's need to acquire certain information
or develop certain skills. In some cases, however, it may be an assignment that all
students in the class are to complete. The homework policy developed in our district
a few years ago provides certain guidelines to teachers in this type of independent
study assignment,

Phase Two (the self instruction package). Pase two of_independent study is also
teacher initiated but wider in scope than phase one. The teacher plans a series of
experiences for the student. For example, in a unit on the civil war in an American
History class the teacher might prepare a package of materials to guide the student
through various independent study experiences. Part of this package might be dis-
tributed to the student in the form of directions, guide questions, etc. Much of

the package would be kept in the library or learning resource center to be used by
students during time reserved for independent study, Part of the student's instruc-
tions might call for the use of reference books in the library in order to answer
questions asked by the teacher. The student might be asked.to listen to tape recordings
or records of music of the civil war period. He might also be asked to study maps
of the civil war period. He might be asked to view slides and filmstrips concerning
various facets of the unit.

In summary, then, the teacher guides students through various experiences which the

student pursues on his own. These experiences might take place in the classroom, the
learning resource center, at home, or at the public library. This phase of independent

study calls upon the use of a much wider range of instructional materials that we
have used in the past. Wct know learning takes place better when we can involve several
senses. Some students lean best by, reading, some by viewing, some by listening. What

we are calling for here is a multi media approach to independent study.
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Phase three (the project). This phase of independent study is also teacher
initiated, but very open-ended. Students may we a choice of projects as part
of requirements or as enrichment work In a course. The project is usually an
experience which will involve considerable study by the student and will involve
.activities over an extended period of time:

After a project has been selected the student will then do the reading, viewing,
listening and so on necessary to complete the project." He will report his findings
in writing, orally, or in some type of presentation to the class or teacher. This

phase of independent study provides an opportunity for the student to be very
-creative and somewhat self directive in completing the project.

Care must be taken by the teacher and the student in outlining what the project
will involve in order for it not to become "busywork". So many activities
which come under the title of classroom projects are the cut-and-paste type
activity which has very limited learning value. The objectives of the project
need to be well defined in advance.

Phase Four (individualized research). This is the highest level of independent

study and is student initiated. It is a self directed type of activity with
limited assistance from the teacher. It begins with the student selecting a
topic which he believes to be of interest and value to him. He then asks a
teacher to be his advisor in the project, the procedures to be followed and the
system-for reporting and evaluating the project. The project may extend over an
entire semester or year with the student reporting his progress to the teacher
periodically. The project need not be in conjunction with a course in which the
student is currently enrolled.

IIIThis type of independent study activity might involve a student in science research
utilizing the facilities of the science laboratory and the assistance of the
science teaching staff. It May involve a research paper for a student in history.

It may involve the Production of clothing for the home economics student.

Often the quest for information will lead the student outside the confines of the

school. With assistance from the student's advisor it may be possible for the
pupil to arrange for interviews with experts in his field of interest. The pupil

doing research in science therefore, may receive advice and assistance from staff
members from a nearby university or industrial establishment.

TEACHER PLANNING FOR INDEPENDENT STUDY

So often teacher planning centers on classroom presentations and discussions.
Actually, as the teacher plans he should consider at least four types of activities
and think of experiences which can be provided within these four types of activities.
First the teacher should consider what types of experiences need to be provided
through pregentations by the teacher. Second, what kinds of experiences need to
be provided involving interaction among students (classroom discussion). Third,

what kind of activities require student involvement in laboratory experiences
(learning by doing). And, finally, what kinds of activities can be pursued by

the student on his own.

If teachers, when planning a particular unit, would consider the placement of
activities into the four categories presented above, many would be surprised at
the number of things that are now being done in the classroom for all which could

be done independently.
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MATERIALS FOR INDEPENDENT STUDY

One of the most difficult tasks facing education in the next five years will
be the preparation of materials to assist .teachers and students in independent
study. During the past five years considerable emphasis has been placed on the
manufacturing and acquisition of equipment. Much of this equipment, such as the
teaching machine has great possibilities for utilization in independent study.
However, the software to be used in these machines is lacking. In the past
most of our emphasis in independent study has been centered around the utilization
of printed materials. We now see,however, potential in the proper utilization
of a wide variety of media. Students learn not only by reading but also by
seeing, listening, hearing, etc. Listed below is a very brief compilation of some
of the media we could be taking advantage of and some of the ways in which it
could be put to use in various subject areas. These are only a few'examples
but they will give you some idea of the variety of ways in which we could utilize
various media for independent study.

1. Tapes and disc recordings

a. foieign language pattern drills
b. dictation tapes at various speeds for business education
c. spelling drills
d. readings of great works of literature
e. typing drills
f. directions for exercises in physical education
g.. music appreciation

In addition, tape recordings can also be used to assist students in
improving their own speaking and in listening to lectures of class
sessions missed because'of absenteeism.

2. Filmstrips and slides

a. art treasures
b. step by step procedures for bookkeeping
c. historical documents
d. geometric analysis of bridges and other architectural structures
e. cultural studies in foreign language

3. 8 mm movie films

Single concept films are short motion pictures showing aspects of a
single subject it: such a way that they can be used by individual students
to illustrate the lesson given by the teacher. These films are silent,
so that the teacher can introduce them into his own lesson in his own
way in the,manner appropriate to that particular occasion.

Since each film deals only with a single item, it is short in length,
lasting only as long as the particular illustration needs and no more --
usually between two and four minutes. These films are used in the form
of continuous loops; hence each film may be immediately repeated without
delay as often as the individual requires. Cartridge-loading of the
projector is so simple that short - length films encourage frequent and
ready use. Listed below are some titles of 8mm film loops which might
be used in independent study.
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a. rotation of the earth
b. solar eclipse
c. a paramecium
d. birth of a caterpillar
e. a Hungarian family at dinner
f. swimming strokes
g. using ,the jointer safely
h. sculpturing in plastic

4. Programmed learning

Programmed learning perhaps has its greatest potential in the area of
independent study. Because it is intended to be used in order to
individualize instruction, there is limited value from teaching an
entire course by programmed materials. However, if a student is having
difficulty in a particular segment of a course or wishes to do enrich-
ment work within that course programs have been and can be written in
very specific areas. The following are a few examples of titles of
programs which may be presented in book form or through teaching machines:

a. how to read a slide rule
b. rules for capitalization
c. real Aumbers
d. angles and triangles
e. structure,of the legislative branch of government
f. reading a highway map
g. longitude and latitude
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Learning Package

WRITING BEHAVIORAL OBJECTIVES

Special recognition goes to Dr. Robert Mager and his book, Preparing_ Instruc-
tional Objectives; Dr. Herb Rite and his WSU associates; Thorwald Esbensen of
Duluth Public/Schools; Mrs. Alice Duval of Northwest Regional Educational Lab-
oratory; Mr. /Roger Turks of Portland Public Schools; and Dr. Jim Monasmith of
Central Washington State College. Their materials have been synthesized into

this learni? package.
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III
AT THE CONCLUSION.OF THIS LEARNING PACKAGE, THE LEARNER WILL CORRECTLY AND IN 1

WRITING:

TASK I: (a) Define "Behavioral objectives," and (b) list characteris-
tics of behavioral objectives.

k

TASK II: Identify action verbs useful to constructing behavioral, object-
ives.

TASK III: Identify component parts of behavioral objectives.

TASK IV: Write behavioral objectives for his field of teaching.

TASK V: Write objectives for own field for cognitive domain of be-

havior: (a) for lower level of behavior, and (b) for higher
levels of behavior.

Note: For more information on writing behavioral objectives, see:

Mager, Robert. Preparing Instructional Objectives.
k

Vimcet Filmstrips, Nos. 2 and 3. Worksheets are included at

end of packet.
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TASK I:

-2-

(a) Define "behavioral objectives," and (b) list characteristics
of behavioral objectives.

Step Real Esbensen's article, "Writing Instructional Objectives."

Step II: After reading article, write a definition of behavioral object-
ives which includes the three major characteristics of such ob-
jectives.

Step III: Submitt your definition to the staff member in charge.

WRITING INSTRUCTIONAL OBJECTIVES

Thorwald Esbensen

For many years, educators have talked about the importance of instructional
objectives. The purpose of an instructional objective is to make clear to
teachers, students, and other interested persons what it is that needs to be
taught - or what it is that has been taught.

A well-written instructional objective should say three things:

1. It should say what it is that a student who has mastered the objective
will be able to do.

2. It should say under what conditions the student will be able to do
this.

3. It should say to what extent the student will be able to do this.

To put the matter in a single sentence, a well-written instructional objec-
tive should specify under what conditions and to what extent a certain kind of
student performance can be expected to take place.

Performance - conditions - `extent: Let us consider --

I. Performance

Performing means doing. A student who performs something does something.

Here are two statements. Which one is expressed in terms of student perform-
ance?

A. The student will have a good understanding of the letters of the alpha-
bet, A through Z.

B. The student will be able to pronounce the names of the letters of the
alphabet, A through Z.
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Statement B tells what it is that the student will be able to do. He will
be able to pronounce the names of the letters of the alphabet, A through Z.

Statement A tells us that the student will have a good understanding of the
letters of the alphabet. But this is not very clear. We cannot tell what it is
that the student is supposed to be able to do as a result of this understanding.

Let's try another pair of statements. Which one is expressed in terms of
student performance? ,

A. The student will have an adequate comprehension of the mechanics of
punctuation.

B. Given a sentence containing an error in punctuation, the student will
correct the mistake.

Statement B tells what it is that the student will do. He will correct the
error in punctuation.

Statement A, which says that the student will have an adequate comprehension
of the mechanics of punctuation, is rather cloudy. We cannot tell what it is
the student is supposed to be able to do as a result of his comprehension.

At this point, in objection may be raised. Isn't the person who is compre-
hending something doing something? Isn't intellectual performance an acceptable
IIIkind of student performance?

Certainly. The difficulty is that mental activity, as such, is not directly
observable. We cannot literally open up a person's head and see the thinking
that is going on inside. If it is to be of use to us, a statement of performance
must specify some sort of behavior that can be observed.

This does not mean that we are not concerned about intellectual performance.
It does mean that since mental activity, as such, is not directly observable, some
sort of behavior that is observable will have to stand for or represent the intel-
lectual performance we have in mind.

For example, suppose that we are interested in having students know some-
thing about the writing style of Ernest Hemingway. Whatever may be intellec-
tually involved in the attainment of this goal, it should be apparent that the
language of our aim as stated leaves much to be desired.

What is the student who knows able to do that the student who does not
know is not able to do? This'is the important question because, until we have
worked out a clear answer to it, we cannot measure the accomplishw--t of our
instructional purpose. Although there is no single answer to the question we
have posed (our objective of "knowing something" is too vague for that), here
is 4 possible statement of desired performance: Given ten pairs of short prose
passages - each pair having one selection by Ernest Hemingway and one by a
different author - the student is able, with at least 90% accuracy, to choose
IIIthe ten selections written by Hemingway.
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Performance - conditions - extent: Let us now consider --

II. Conditions

Here is one of our earlier statements concerning the alphabet: The stu-
dent will be able to pronounce the names of the letters of the alphabet, A
through Z. We have said that this statement is expressed in terms of student

performance. Does this statement also set forth the conditions under which the
performance is to take place'?

No, it does not. For one thing, we cannot tell from our statement whether
the student is to pronounce the names of the letters at sight or from memory.
If the letters are to be shown, we do not know whether the student is to work
with capital letters, small letters, or both. Nor do we know whether the stu-
dent is to work with these letters in regular sequence or in random order.
Obviously, each set of conditions is substantially different from the rest, and
will make its own special demands upon the student who attempts to accomplish
the objective.

Let's examine two more statements. Which one sets forth the conditions
under which a certain kind of performance is totake place?

A. Given the Dolch list of the 95 most common nouns, the student will be
able to pronounce correctly all the words on his list.

B. The student will be able to pronounce correctly at least 90% of all
words found in most beginning reading books.

Statement A, which tells us that the Dolch list of the 95 most common nouns
will be used, sets the conditions for the demonstration of student mastery. We

are told that these particular words, and no others, are the ones at issue for
this objective.

Statement B, offering us only the dubious clue of "words found in most
beginning reading books" does not tell us enough. Our conditions need to be

defined more, precisely than this.

We have come now to the matter of the extent and level of performance. A

well-written instructional objective will establish an acceptable minimum stan-
dard of achievement.

Look at this objective: Given twenty sentences containing both common and
proper nouns, the student will be able to identify with very few mistakes both

kinds of nouns. Does this objective establish a minimum standard of achievement?

No, it does not. The way that the student is to perform with very few mis-

takes" leaves open the question. How many mistakes are only a very few?
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Here is the Hemitluay objective !OOked at e(irlioT iliven ten pol,

shunt prose passages each pair having ooe seiectIon by Ernest Hemingway and I

ore by a different author - the student is abie with at least NY accuracy, to
choose the ten selections written by Hemingway. Doe,., this objective estabir,h

a minimum standard of achievement?

Yes, it does. The student is expected to be able, with at least 90` accu-
racy, to choose the ten.selections written by Hemingway." This constitutes a
minimum standard of achievement. _

Let's try one more objective: The student should be able to pronounce
from memory, and in sequence, th.e names of the letters of the alphabet, A through
Z.

Does this objective establish a minimum standard of achievement?

Yes, it does. The objective implies that we are looking for 100/. mastery.
HoWever, we could, if we want to be explicit, re-state our objective in this
way: The student should be able to pronounce from memory, in sequence, and
with 10E accuracy, the names of the letters of the alphabet, A through Z.

An instructional objective should not ordinarily be limited to specific
means (particular materials or methods), but should be stated in terms that
permit the use of various procedures. Look at this statement of an objective:
Given the California Test Bureau's B-F level programmed booklet on capitaliza-
tion, the student is able to work through the exercises in this booklet with
at least 90% accuracy. Is this objective limited to the use of a particular
instructional item or procedure?

Yes, it is. The objective is expressed exclusively in terms of performance
with a specific booklet. Although the particular kind of skill development that
is promoted by this booklet is presumably also fostered by other instructional
materials and methods, no such options are available under the terms of our ob-
jective as it is now written.

Look at this statement of an objective: Given twenty sentences containing
a variety of mistakes in capitalization, the student is able, with at least
accuracy, to identify and re-write correctly each word that has a mistake in

capitalization. Is this objective limited to the use of a particular instruc-
tional item or procedure?

1o, it is not. The objective, as now stated, permits us,to use a number
of instructional items that show promise in being able to help students attain

the desired performance. Among these items are not only the California Tests
Bureau's B-F level material, but the somewhat simpler C-D level presentation,
a programmed booklet by D. C. Heath, Unit II of English 2200, Unit 9 of Fnglish
2600, Lessons 87 and 88 of English 3200, several filmstrips on capital letters,
and so on.
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III. Extent

Finally, a well-written instructional objective will suggest how its accom-
plishment can be measured. This follows from our view that a well-written ob-
jective specifies under what conditions and to what extent a certailn kind of
student performance can be expectad to take place.

Look at this objective: the student should know the alphabet. Does this
objective suggest how its accomplishment can be measured?

No, it does not. The reason for this is that knowing the alphabet can mean
different things to different people. Therefore, depending upon what .1' meant,
the measuring of this knowing will take different forms.

Suppose 0 elaborate upon our objective so that it reads: Shown the letters
of the alphabet in random order in both upper and lower case form), the student
is able to say the name of each letter with 1008t accuracy. Does our objective
now suggest how its accomplishment be measured?

Yes, it doei. It tells us that the student will be shown the letters of
the alphabet, that he will be shown these letters in both upper and lower case
form and in random order, and that he will be called upon to say with 100% accu-
racy the name of eahc letter shown. The objective, in other words, makes it
IIIplain how its accomplishment can be measured.

If teachers at all levels of schooling would be this explicit in writing
instructional objectives, they might reasonably hope to eliminate almost imme-
diately one cause of learning failure among students: the traditional fuzziness
of classroom assignments.

81



TASK I:

-7-

Identify action verbs useful to constructing behavioral objectives.

Step I: Read attached excerpt, Page 8, from Mager's Preparing. Instructional
Objectives dealing with the use of action verbs in preparing
instructional objecti4es.

Step II: Using the answer sheet on Page 10, "Word Exercise," place verbs in
appropriate columns.

Step III: Check your answers with answer sheet at end of packet, Page 17. If

you missed three or more, view Vimcet #2, and proceed to Step IV.

Step IV: Obtain new word exercises from instructor and re-accomplish.

,Step V: Check answers with answer sheet.

4
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PREPARING INSTRUCTIONAL OBJECTIVES

-The Qualities of Meaningful Objectives-

We already know that a statement of an objective describes a desired state
in the learner. We also know that we have successfully achieved our, objective
when.the learner can demonstrate his arrival at this state. But how do we write
the objective to maximize the probability of our achieving it? What are the
characteristics of a meaningfully stated objective? -,

.Basically, a meaningfully stated objective is one that succeeds in commun-
icating to the reader the writer's instructional intent. It is meaningful to
the extent it conveys to others a-pciture (of what a successful learner will be
like) identical to the picture the writer has in mind. Since a statement.of an
objective is as collection of words and symbols, it is clear that various combi-
nations may be used to express a given intent. What we are searching for is
that group of words and symbols,which will communicate your intent exactly as
YOU understand it. For example, if you provide another teacher with an object-
ive, and.he then teaches his students to perform in a manner which you agree
is consistent with what you had in mind, then you have communicated your objec-
tive in a menaingful manner. If, on the other hand, you do not agree that .

these learners are able to perform according to your intentions, if you feel,,
that you "had something more in mint or that your intent was "misinterpreted,"
then your statement has failed to communicate adequately.

A meaningfully. stated objective, then, is one that succeeds in communica-
ting your intent; the best statement is the one that excludes the greatest
number of possible alternatives to-your goal. Unfortunately, there are 'Piny ,

"loaded" words, words open to a wide range of interpretation. To the extent
that we use ONLY such wordS, we leave ourselves open to misinterpretation.

Consider the following examples of words in this light.

Words Open to Many
Interpretations

to know
to understand
to really underAand
to appreciate
to fully appreciate

---to -grasp _the significance of

to enjoy
to believe
to have faith' in

Words Open to Fewer
Interpretations

to.write
to 'recite

to identify
to differentiate
to solve
to construct
to list
to compare
to contrast

What do we mean when we say we want a learner to "know" something? Do we
mean that we want him to be able to recite, or to solve, or to construct? Just

to tell him we want him to "know" tells him little--the word can mean many

things.
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Though it is all right to include such words as "understand" and "appre-
ciate" in a statement of an objective, the statement is not explicit enough to
be useful until it indicates how you intend to sample the "understanding" and
"appreciating." Until you describe what the learner will be DOING when demon-
strating that he "understands" or "appreciates," you have described very little
at ail. Thus, the statement which communicates best will be one which describes
the terminal behavior of the learner well enough to preclude misinterpretation.
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-10- TASK II, Step II

WORD EXERCISE

to recite
to name
to describe
to know
to write
to identify
to understand
to really understand
to differentiate
to appreciate
to solve
to demonstrate

Words Open to Many Interpretations

1

2.

to construct
to fully appreciate
to grasp the significance of
to enjoy
to list
to compare
to believe
to have faith in
to contrast
to state a rule
to apply a rule

Words Open to Fewer Interpretations

1.

2.

3. 3.

4. 4.

5. 5.

6. 6.

7.

8.

9.

10.

11.

7.

8.

9.

10.

31.

12. 12.

13. 13.

14. 14.
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TASK III: Identify component parts of behavioral objectives.

Step I: Review Esbensen excerpt, if desired.

Step II: Using list of instructional objectives on Page 12, identify in
writing the component parts of each objective in the space provided.

b

Step II[: Check answers with answer sheet provided on Page 19. If you miss
one component or more, view Vimcet #2. If not, proceed to Step IV.

Step IV: Complete criterion task for TASK III. Submit to the instructor
for evaluation.

86



-12- TASK III, Step II

INSTRUCTIONAL OBJECTIVES

1. The student will write an essay on state government which exhibits no gram-
matical errors.

'Performance:

Condition

Extent

.2. Given a list of ten actual municipal court decisions,, the student will
select the six which violate key tenets of the Constitution.

Performance:

Condition

Extent

3. The student will orally recite from memory the names of six chemical com-
pounds containing three or more elements.

Performance:

Condition

Extent

4. Students will name, in writing, the date when women were first permitted to
vote.

Performance:

Condition :

Extent

5. Given the names of well-known novels and names of contemporary authors the
student will correctly match them in a test with 100% accuracy.

Performance:

Condition

Extent
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CRITERION TASK FOR TASK III

1. Each student will thread a Singer sewing machine correctly.

Performance:

Condition :

Extent

2. When presented with a list of nouns and pronouns, the student will label

each word correctly.

Performance:

Condition :

Extent

3. Students will write from memory the name of each of the justices of the

Supreme Court.

Performance:

Condition :

Extent

4. Given the Dolch list of the ninety-five most common nouns, the student will

be able to pronounce correctly all the words on this list.

Performance:

Condition :

Extent

5. The subject should be able to pronounce from memory, and in sequence, the

names of the letters of the alphabet, A through Z.

Performance:

Condition :

Extent
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CRITERION TASK FOR TASK III (cont'd) -14-

6. Students will correctly answer in writing ten out of twelve multiple-choice
questions on the Roman Empire.

Performance:

Condition :

N

Extent

. .

7. Given a list of ten countries, the student will identify in writing five
countries that border on an ocean.

Performance:

Condition :

Extent

8. The student will correctly solve nine of the ten story problems presented.

Performance:

Condition :

Extent .

i

9. The student will list and describe the themes of four of Shelley's poems.

Performance:

Condition :

Extent .

10. The student will list three major causes of the Civil War.

Performance:

Condition :

Extent
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TASK IV: Write behavioral objectives for his field of teaching.

Step I: Write correctly five behavioral objectives for learning activities
appropriate to your field of teaching. Curriculum guides and
textbooks may be used as sources of objectives.

Step II: Submit to your instructor for evaluation.

\

9 0

....................s



TASK V:
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Write objectives for own field for cognitive domain of behavior:
(a) for lower level of behavior, and [b) for higher levels of

behavior.

Step View Vimcet #3, "Selecting Appropriate Educational Objectives,"
completing and checking the answer sheet while viewing.

Step II: Write five objectives at "lowest leVel" and five objectives at

"higher levels."

Step III: 'Submit completed objectives to your instructor.
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o
. WORD EXERCISE (Answer Sheet)

Words Open to Many Interpretations Words Open to Fewer Interpretations

1. to know

2: to understand

3. to really understand

4. to appreciate

5. to fully appreciate

6. to grasp the significance of

7. to enjoy

8. to believe

9. to have faith in

92

1. to recite

2. to name

3. to describe

4. to write

5. to identify

6. to differentiate

7. to solve

8. to demonstrate

9. to construct

10. to list

11. to compare

12. to contrast

13. to state a rule

14. to apply a rule

-,_



i. yes no

2. yes no

3. yes no

4. A

5..' A

6. A

7. A

8. A

9. A

10. A

11. A

12. yes no

Modified Objectives (one)

-18-

Worksheet for Vimcet #2

EDUCATIONAL OBJECTIVES

Modified Objective (two)

Modified Objective (three)

0
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INSTRUCTIONAL OBJECTIVE: (Answer Sheet)

1. Performance: will write essay

Condition : state government

Extent : no grammatical errors

2. Performance: will select

Condition : from list of ten actual municipal court decisions

Extent : six

3. Performance: recite

Condition : orally, from memory

Extent : six

4. Performance: Will name

Condition : in writing

Extent : must name the date

5. Performance: will match

Condition : given the names of well-known novels and names of
contemporary authors; test situation

Extent : 100% accuracy
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INTRODUCTION:

The planning of a lesson is a complex process. A planned lesion

is where the student has been moved into a position where the teacher

is able to account for what is being taught and learned by the student.

Usually in planning a lesson a teacher will first describe the learning

outcomes of the student. The package on instructional objectives refers

to three areas of learning: cognitive, affective, and psychomotor.

The most common is the cognitive domain which deals with the manipulation

and restatement of knowledge. The affective focuses on expressions of

the learners' attitude's, values and feelings; and the psychomotor domain

describes learning outcomes which involve physical movement or a com-

bination of movements.

The decision about which domain the student encounters is influenced

by the overall goals the teacher has. One notion that does stand out

is that the affective domain permeates all instruction and should be

referenced with objectives in each lesSon. Objectives in the other

domains - cognitive and psychomotor - will be included only as they relate

to the content and skills of the course. After the teacher decides on the

outcomes of the lesson, it is usually appropriate to raise questions

about the learner's prerequisite learning - these prior learnings neces-

sary to attain the objective. It is obvious that no matter how precisely

the learning outcomes (objectives) are described if the student is not

ready cognitively, affectively or froM a psychomotor point of view then

he will not be successful.

Once the questions about what the student is to learn and do have been

answered, the teacher is ready to make decisions about the strategies to be

utilized.
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The selection of the appropriate strategy is influenced by a number of

factors, including the following:

a. objectives and goals

b. student skills already possessed

c. environment

i. time

ii. space

iii. materials and equipment

d. psychological impact

i. teacher dominance

ii. student energy

In planning to utilize a strategy the teacher must be sure that the

strategy will permit and facilitate the learnings proposed and also be

cognizant of how much time it will take for students to attain an objective

using a strategy. The question that continually haunts the teacher is

whether or not there is a quicker way to get the job done. Space con-

siderations also tend to constrain the teacher. Some classrooms,

because of size, will not permit the instructional variety that might

be seen in other rooms.

The last factor focuses on the material and equipment that must be

available for a strategy to be implemented. It is always painful for a

teacher to limit the span of her strategy utilization because of inade-

quate or insufficient materials or equipment, but far too frequently the

quality of instruction provided for students has undue budgetary

limitations.

The following schematic illustrates the relationship between

objectives, student background, and strategy utilization.
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Objectives Student

Affective
Psycho
Cognitive

Background

-3-

Psychological
Impact
1. Teacher Dominance
2. Student Energy

Teachers Environment

understanding of 1. Time

the capabilities of 2. Space

student strategies 3. Materials
4. Equipment

As is noted in the illustration, variable use of instructional strategies

is predicated upon the teacher's understanding of the capabilities of

each system. This understanding should include the ability to describe

what the teacher does, and what the student does as the system unfold:,

and also how the system is sequenced.

To check your understanding of these three dimensions a-leyed

learning experience has been provided.

99



-4-

TASK I:

A way to check if you have the necessary information and understandings

to complete and benefit from this packet has been provided in Task I. Fill'

in, as best you can, the chart given below:

When you finish, check.your ideas with the ideas given in the key. If

the discrepancy is great, and be honest now, it would help you to experience

the learning activity packages describing various strategies.

METHOD TEACHER STUDENT
ROLE ROLE

SEQUENCE OF TEACHER
ACTIONS

Small -

grOup

Large
group,

One to
One

Independent
Study

i

Be sure to check your ideas 1ith the ideas in the key on page 3.

If there is considerable dif erence between the principles on your chart
1

and the principles on the k , it might be wise to backtrack to-the

packages of materials which describe instructidnal strategies or

possibly read about methods in a text.
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TASK II:

The methods that this package explores include:

pupil report

seat work

guest speaker'

role playing

socio drama

panels - student

field trips

In the introduction, time, space, equipment, and materials were

noted as prime factors in strategy selection. There are other considerations

besides environmental constraints which influence the selection of a method.

One of the most important is the power relationship between the teacher and

the student. Some methods are or can be dominated totally by the teacher,

other methods demand that the teacher relinquish some of his dominance to

the students. A cause of great frustration for teachers and students occurs

when they don't understane, their respective roles pertaining to different

methods employed in the classroom. A second source of frustration develops

when a teacher employs one method, tries another, but forgets to change

his "power" and enjoys no learner success because the students typically

are "reading" the teacher and gauging their behavior by his. Students

respond to the stimulation provided by the teacher. If the teacher calls

for a controlled non-creative environment by his actions, the students

usually comply. If. the teacher calls for a more open relationship, the

students usually strive to meet his expectations.

I. lecture 10.

2. question-answer 11.

3. discussion 12.

4. small group 13.

5. individual study 14.

6. demonstration 15.

7. laboratory work 16.

8. test

9. movie
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A second factor in looking at the power relationship between

teache'rs and students focuses on the readiness of students to assume

more dominance in the classroom. The readiness of the students is

influenced most directly by the level and intensity of classroom

conditioning that has been used by present and past teachers. Intel-

lectual maturity is frequently advanced as a prime factor in deter-

mining which strategies will work. There is an abundance of evidence

that very young children with appropriate readiness activities can

manage a considerable portion of their learning with minimal teacher

dominance. Maturity of the students as criteria for strategy selection

is of minimal importance.

The thrust of this package is to encourage teachers to provide

learning sequences which have varying levels of teacher dominance.

No teacher should use the same strategies day after day. What creates

many of the discipline and motivational problems for the teacher is the

overuse of any one method. Any single method which is used with great

frequency tends to restrict learning.

In all activities used in the classroom there will be varying

levels of teacher involvement - teacher domination. Some demand the

teacher to be the total "show," others ask the teacher to come down

from the podium and take a less prominent leadership role. Dominance

then, is how much power the teacher uses or has to use to develop the

strategy. To facilitate your understanding of the power the teacher

has in each method draw a number line from 1 to 10, as shown below,

refer to the methods illustrated in Task II and place them ih their

appropriate location on the line. More than one strategy can occupy

the same space.
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1. 2 3 4 5 6 7 8 9 10

Teacher has Teacher has

almoit all almost no

power power

A key is given in the next page for you to use in checking yoUr

answers. They represent a consensus and should not be thought of as

absolute.
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KEY: TASK II

9 16 4 14
8 3 15 13
2 11 10 7 5
6

12

1

1 2 3 4 5 6 7 8 9 10

Teacher
Dominance

Limited

Teacher Dominance

Remember, these answers represent a consensus of others doing the same

task.

,,,

:,
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TASK III:

Another dimension of selecting an activity has to do with the physical

and intellectual energy required to complete that activity. in the lecture

mode the learner is asked for little intellectual energy. It is basically

a passive activity. The students sit, immobilized, passively encountering

the teacher and the content being talked about.

The lecture mode, because it demands low energy output, is a passive

Learning activity. Active learning experience, like small group work,

demands high energy outputs.

The consideration of how much intellectual energy the student puts

into an activity is crucial when several strategies are used in sequence.

Most teachers in the elementary schools are quick to relate to you the

length of time that a student's attention can be held. In looking at the

arrangement of the total instructional program for a given day, it can

be seen that many energy consuming tasks are completed in the morning and

those that require less intellectual energy are held in the afternoon.

In looking at the format of the day's learning experiences provided in

these classrooms it can be seen that the level of energy expenditure is

not constant. In fact, the teacher usually follows very demanding

intellectual tasks with activities that are restful and require little
4

output on the part of the student. Usually high energy output activities,

should be coupled with low energy output activities. .Thus, providing the

student with a chance to "recharge " 'those "learning cells."
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To.help build an awareness of the energy used in each method, draw a

number line 1=10 end. Take the same 16 learning strategies and place

them on it. As with the preceding task, the answers given in the key

represent the concensus of the jury. Also rem^mber that it is possible

to place more than one strategy in a "slot.

1.

2.

3.

4.

5.

6.

7.

8.

9.

1

Question/Answer

Discussion

Lecture

Small Group

Individual Work

Demonstration

Laboratory Work

Test

Movie

2 3 4 5 6 7 8

10.

11.

12.

13.

14.

15.

16.

9

Pupil Report

Seat Work

Guest Speaker

Role Playing

Socio Drama

Panels - students

Field Trips

10

Require Most Require Least
Student Energy Student Energy

0
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1 10 8 16 13

12 15 2 3 4 14 7 5

9

6

1 2 3 4 5 6 7 8 9 10

These answers represent a consensus of the jury.
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TASK IV:

Another perspective that needs examining in critiquing an instrumental

sequence relates to the residual effect chat a method has on the learner.

Everyone ha's been in classes where teachers have lectured for a long period

of time (20-40 minutes). To close the hour, the teacher often wants to have

a cia:ss discussion. Often the discussion is not successful because the

residual effects of the lecture (passive, low energy, high teacher dominance)

will not permit quick entry into high energy learning experiences. The

0

inability of the students to make this transition in a short period of time

,often frustrates the teacher and creates a self-fulfilling prophesy where

the teacher concludes inability of students to discuss--cites the poor

quality of students,.and then just lectures the whole hour instead of

the usual 40 minutes to save himself from the anguish of trying to discuss

when the students will not. The tragedy here is that because of the

teacher's inability to understand the impact of lecture on the students, he

is being trapped into an instructional mold. He believes that the lack of

student participation' in the discussion is a defect in their abilities

when the real cause for their lack of participation is the teacher. The

teacher did not realize that the lulling effect of the lecture would be

carried into the next activity. The students were not able to move because

of the "set" created by the teacher through the use of the lecture method.

The lecture-discussion relationship is not only one where the residual

effect of one method is carried to the other.

Question: 1. In your trios, produce at least three other pairings

where energy of the first activity is.carried to the

second.

2. In your trios, produce a list of at least three things

a teacher can do to help break the. "set" created by

the first activity.
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Presented here is a summary by Clifford Gillies of a study done by

Martin N. Olson of Columbia University. The study examined indicators of

quality as perceived by over 4,000 students. The study is reported in

its entirety in the Association of Public School Systems Bulletin, Vol. 22,

No. 5, January, 1971.

..:
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The inclusion of this data hopefully will raise questions similar

to the following items which should now be discussed in your trios.

1. Why the low marks for the lecture and seat work methods?

2. Which methods received the highest ratings? Why?

3. Why do someteaching areas enjoy higher ratings in-all

methods than others?
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TASK V:

Where are you now?

Thus far in this package you have explored several intellectual con-
'

siderationv in selecting a method: The amount of teacher control

(dominance), the energy output of students (active vs. passive learning);

and finally, the quality of a method as perceived by the students.

(a) To help firm these ideas in your mind, make a list of the

methods you used in the last day or two. Keep them in the

order in which they were used. Evaluate them from the

dominance perspective and the energy perspective.

i. Did you have two or more T-dominated activities in

succession? Why?

ii. Did you have two or more student high energy output

activities sequenced together? ,Why?

iii. If you were to assign the ratings given by students CO

each method, what would your score be?

(b) In your trios, revamp each list of methods so as to provide

the most variability in Teacher-dominance and student energy

an also maximize the persons "quality" score.
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TASK VI:

Thus far the package has focused on several intellectual and

philosophical criteria that can be used in selecting instructional

strategies, There are environmental considerations that are equally'as

prominent. These factors include time, space, and size of class.

In Task III reference was made to the placement of an activity,

and it was noted that coupling certain methods might produce "lags"

in student productivity. If the student is not ready for the method,

there is no way a teacher can wish production from the learners.

The time needed to complete an activity is difficult to measure

because expression of the variables between classrooms will not be

'constant. What one group can get done in a certain length will not be

a valid predictor of what another group can do. In most lessons a rule

of thumb for the application of any strategy would be 10 to 15 minutes.

If the teacher has the activity planned, the task can be accomplished

. within that time frame. Frequently,,, additional time is used in the

transitions before and after the use of the method. A teacher needs

to be wary of using more time than needed in these transition periods.

Once the time interval for the strategy has been determined, the

teacher needs to look at the means to get the students to move in and

outvof the method 'using the least amount of time.
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Several method couplings are listed. In your trio prepare ways

to reduce the "shock" of the next activity. On sets A and B specific

events are described in each transition. As individuals and then in

trios describe how students can be moved easily from one activity to

another in examples C and D.

A. Activity #1 Transition Activity /12

QUESTION/ANSWER DISCUSSION

Key Teacher summarizes
questions and writes several
questions on the board to focus
the discussion.

B. Activity /11 Transition Activity #2

ROLE PLAYING DISCUSSION

Key Have students describe the
feelings of the characters
in role playing activities.

C. Activity /11 Transition Activity #2

LECTURE SMALL GROUP

D. Activity #1

MOVIE

Transition Activity #2

SMALL GROUP

Questions to be answered first by individuals then checked in trios.

1. , What is the relationship between the activities used

in transition and the major methods in the lesson?

2. 'Should the transition activity be closer to Activity 161

or Activity #2? Why?

(
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TASK VII

Frequently the range of strategies used in a classroom is restricted

by a combination of furniture and floor space. Other considerations

.
such as accoustical treatment or lack of it, tend to present very

real problems with respect to providing variable use of instructional

strategies. There are times when teachers use their facilities as a

means to rationalize poor instruction. Far too often the teacher shields

his poor performande with the plea of poor facilities when in fact the

real reason is ignorance or laziness! All classrooms have some restrictions

or limitations--the sound carries too far or not far enough; desks too big,

too little, square, round, etc. It is not hard to find something in

any classroom that may restrict the teacher's repertoire of methods.

There are also things in your buildings that help strategy utilization.

Sometimes these helps are seen by one person but not another.

4
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Complete the following items:

1. On the next activity list the three or four most frequently

used methods in your classroom. With each method, write

down those factors that help the method and those factors

that hinder the application of the method. Rank order the

helps and hinderances. Assign #1 to the most important

help; #2 to the second most important and so on Do the same

with hinderances.

Example A: Method: Small Group

Helps Hinderances

Method 1

Helps Hinderances

Method 2

Helps Hinderances

Method 3

Helps Hinderances

Method 4

Helps Hinderances
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2. Compare your analysis with the other members of your trio.

3. In this comparison look for elements that are common to all

3 or 4 methods on the help column. In your trio, prepare ways

to increase the items that are helpful.

4. Which elements are common on the hinderance column? In

groups prepare ways to reduce the hinderances.

5. Now as individuals take thee'remaining'stpategies included

in this package (listed in Task II) and evaluate their potential

use in your classroom. The potential of each method should be

accompanied by an analysis showing in rankorder the helps and

hinderances you perceive in that method's application.

6. Share your assessment with the other members of the trio. Help

the members of the trio find reality as to the potential of each

method.

Questions:

1. What are ways some of the hinderances can be reduced?

2. What are ways to increase those helps that you were able to

recognize?
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TASK VIII:

One of the most common concerns of teachers is the'number of students

they have the responsibility to teach. Bruce M. Mitchelll notes in an

article published in the Peabody Journal of Education that many of the

beliefs about the effects of \class size on,academic achievement, pupil

morale, teacher morale, student social adjustment and strategy selection

are for themost part myths.

Gillis in abstracting Olson's2 study of Indications of Quality

produced the following tables.

1. In yoUr trios, determi e the level of quality of instruction

you are providing by noting the subject area, the strategy used

'''//
and the class size.

1Small Class Size: A Panacea for Education Ills? P4ruce Mitchell, Peabody

Journal of Education, July, 1969.
.(4

2"Know How", Assoc. Pub. Sch. Systems, Morten N. Olson, Vol. 22, No. 5,

January, 1971.

Cliff Gillis, Principal, Mariner High School, Mukilteo School District,

Washington.
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TASK IX:

You have been exposed to a number of ideas on the selecting and

utilization of strategies. The test of any learning packet rests with the

teacher's application. To facilitate your use of these ideas, the follow-

ing activities are suggested.

1. Take one content area and outline it -:for a period of time

covering about ten instructional periods.

2. In your trios, select the strategies that will have the

greatest impact on the learners. KeeP; in mind the student

energy, teacher dominance, transition and the effect on

learners.

3. Get a sheet of butcher paper large enough to display your ideas.

Use the chart desigri given below.

Outline
of
Content

Activities or
Strategies

Level of
Teacher
Dominance

Level of
Student
Energy Student Gains

I. Small Group Medium/low high 1.

a. 2

b. Transition' 3.,

II.

a.

b.

Pupil Project

Transition

Low Medium/
high

1,

2.

c. 1.

III. 1.

r.

4. Put your chart up and explain it and your reasoning to the

other trios.

\
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SUGGESTED UNIPAC FORMAT

The following pages contain a suggested format for the
construction of a UNIPAC. When the print is in this
type face, the material is to be included in the UNIPAC.
If the print is in this type face, the material is pre-
sented as explanation for the benefit of the person
producing the UNIPAC and is not written into the UNIPAC.

The green paper indicates those sheets which constitute
the TEACHER'S-SECTION. Although they are split here for
purposes of constructing a UNIPAC, they would actuali'y
be aZZ together and make up the front section of your
UNIPAC as indicated by the page numbers.

UNIPACS SUBMITTED FOR THE "BANK" MUST BE CLEARLY TYPED
(ORIGINAL PREFERRED) WITH PICA OR LARGER TYPE IF POS-
SIBLE.
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IDENTIFICATION PAGE

Title: This 'should be an'attention getter; it does not have to be the

same as the idea, skill, or attitude.
Subject:

Give the general area of the curriculum where the UNIPAC could best
be used; i.e.', Science, Social Studies, Humanities, Business Edu-
cation, P.E., etc.

Performance Level:
Give the general level for which the UNIPAC was designed;-i.e.,
Primary, Intermediate, Middle, Secondary, or Adult. While the
UNIPAC may have been designed for one specific learner, it probably
has wider applicability. Any special requirements or unique pupil
peFformance that is needed should be indicated.

Purpose:
This explanation should include the needs of the learner the pro-
ducer had in mind at the time of production. It should also
explain whether the UNIPAC relates directly to a course of study,
is for independent study, or is a quest type activity:

Producer(s):
Give the name(s) of,those who were involved in the production of
the UNIPAC. Do not list those who assisted as consultants.

Address:
Give a complete address, including zip code, where the producer(s)
may be contacted. Home addresses are preferred as contacts may -
need to be made at times when schools are not in session, or if
teaching assignments change. If there were, several producers, the
first name listed should bt designated as the person to contact.

Production Consultant:
This should be the name of the consultant who worked with the pro-
ducer(s) at a workshop, semi,2ar, college course, or by correspondence.

Date Submitted:
Give thedate the UNIPAC was sent to the Materials Center.

Date of Local Field Testing:
Provide the date of testing by the producer(s) in their local sit-
uation. If no testing with learners was accomplished, it should be
so indicated.

Field Testing Results:
Provide a short subjective report of the results of the field test-
ing with a description of the user(s) and the conditions under
which the sampling was obtained.

Date of Acceptance:
This space is left blank. The Materials Center will provide this
date after processing the UUIPAC.
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If the discovery approach is used, this page would NOT ;.:e included

as the first page of the Student's Rection. However, if it is
included, it would have to be simplified for some levels of ability.

. Statement of Idea, Skill, or Attitude

A. Major Idea, Skill, or Attitude to be learned.

This should be a specific statement of the idea, skill, or
attitude to be learned. One sentence usually is sufficient.

B. Component Ideas, Skills, or Attitudes

1.

2.

3:

A component is an essential element which, when united
with other components, further identifies the major
idea, skill, or attitude to be learned.

List as many components qs are required to support the
main idea, skill, or attitude. Usually there are at
least two components, but not usually more than five
or six.

411 I.I. Learning Objectives

A.

B.

C.

D.

The learning objectives should be stated in behavioral
terms and usually contain three elements:

1. The perforMance expected of the learner

2. The conditions under which the performance
will take place

3. The proficiency level expected of the learner

The number of objectives is determined by the producer.
Usually, there will be at least one objective for each
component idea, skill, or attitude to be learned.
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This is the cover sheet for the Student's Section

THIS SECTION FOR STUDENT USE

(title )

1.
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PRE-TEST

411 (or POST-TEST, the format is- the same)

Purpose of the Pre-Test (or Post-Test)

Explain to the learner why he is taking the pre- or post-test.
The learner should be made aware of the relationship between
this evaluation instrument and the Learning Objectives. In the
case of the pre-test, he should be encouraged, to view the test .

as a method of gathering information about how he is to pro-
ceed through the UNIPAC, not as an instrument to be graded or
one that is PASS-FAIL.

Instructions

This must be specific. It tells the learner exactly how to
proceed, what functions he must perform, whether to score the
test himself, (if so, tell him the location of the key) or
if he should consult with his teacher about the results.

BODY OF THE TEST

The pre- or post-test should measure achievement of the learn-
ing objectives and allow for determination of the extent to
which the student understands the major and/or component ideas,
skills, or attitudes to.be learned.

The usual format for a pre-test would evaluate all the com-
ponent parts. However, another suggested format is to construct
the pre-test in sections so that a correlation between the com-
ponent idea, skill, or attitude, the associated learning objective
and the specific part of the pre-test'can be determined. It may
be designed to allow the learner and/or the teacher to select
only those lessons that require the learner's time. If the
learner has already achieved an objective, that part of the. UNI-
PAC could be ignored.

IN SOME UNIPACS THE PRE- AND POST-TESTS ARE THE SAME, BUT
USUALLY THEY MEASURE 'THE.SAME THINGS USING DIFFERENT TEST
INGREDIENTS.

The keys to the pre- and post-tests are usually contained in
the teacher's section.

THE PRE-TEST IS THE SECOND PAGE OF THE STUDENT'S SECTION. THE POST-
TEST IS USUALLY STORED IN THE TEACHER'S SECTION.

2
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LESSON ('S)
Number them according to need; usually, there is a lesson for
each component.

411 Component:
The specific component idea, skill, or attitude selected as the
central theme of this lesson would be stated for the learner.
Depending on the learner's ability level, the statement may or may
not be a repeat of what was expressed in the teacher's section.

Objective:
The specific learning objective(s) to match the component as stated

above mould be presented. Student ability level considerations
apply as above.

Instructions:
Be specific, indicate exactly what the learner is to do. If there

are resources or equipment he needs before he proceeds, tell him
what is needed and suggest how he might proceed to acquire them.

The learner may not need to do every learning activity suggested,

or he may be required to do some activities, while other activities
would be optional alternatives from which he may choose based on
what he and/or the teacher feel will help him achieve the learning

objectives(s).

Learning' Activities:
If the information to be presented is originated by the producer(s)

of the UNIPAC, it would be presented here. If outside resources are
also relied upon, there should be some introductory explanation .

setting the stage for what will be received,from such outside sources.

Diversified learning.activities should be listed as either additional
activities, primary activities, or supplementary activities. (See

explanation under Instructions above)

Materials: For example - textbooks, periodicals, programmed
texts, pamphlets; etc.

Media: For example - films, filmstrips, records, tape
recordings,,8 mm single concept loops, video tape
recordings, study prints, etc.

Methodology:
For example - large group where media is, used, small

group, teacher-pupil conference, research in the
learning resource center, etc.

Self-Evaluation:
This can be an activity, an experiment, an exercise, or questions to

be answered. Some method of self checking should be provided.

If the producer desires, the self-evaluation can be combined for two

lessons. In that case, the self-evaluation would be at the conclusion

of the second lesson.

3

127



QUEST OPPORTUNITIES

Suggestions should be made to provide guidance for those students who
desire to continue exploration of the idea, skill, or attitude to be

learned which was the subject of this UNIPAC. Items, listed should be
presented as SUGGESTIONS, and should be worded to indicate thevare.

The final suggestion to the Zearner which appears in this section'
usually is for him to proceed in any quest which he desires. However,

the learner should be directed to discuss his,ideas with his, teacher.

Write only one or two quest activities, but indicate to the student
he should identify his own quest activity. REMEMBER, the student
should NOT be graded on his quest because he has already completed
the post-test. The quest should deal with related ideas, NOT the one
taught by your UNIPAC.

4
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ANSWER KEYS FOR SELF-TESTS

The self-tests can be an activity, an experiment, an
exercise, or a few questions to be answered. However,
REMEMBER, these are SELF-Tests and some method of
self-checking-must be provided.

NOTE:

The key to the post-test is stored in the teacher's
section and serves as a terminal check for the teacher
to know when the student has reached the "end" of the

UNIPAC.

S
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STUDENT EVALUATION FORM
for

UNIPAC

(write in title of UNIPAC)

Please complete the form below and drop it ih your teacher's box. You,

don't need to sign your name. Your opinion will be appreciated, so
don't ask a friend to help you, please.

Place an X in the appropriate blank.

1. Befoie you started this UNIPAC, did you like

yes no

2. Do you like now?

(write in the subject)

(write in the subject)

yes no

3. Do you like the UN1PAC.method of learning, or the required daily
assignment method of learning?

UNIPAC Required daily assignment

4. What do.you like best about this UNIPAC?

S. What,do you dislike the most about this UNIPAC?

6. How could this UNIPAC be improved?

t

7. Rate this UNIPAC with a value from 1 to 5:

One (1) means you think this UNIPAC was no good.

Three (3) means you think this UNIPAC is "OK."
Five (5) means you think this UNIPAC is very good.

Two (2) and four (4) fall between "no good" and "OK," or "OK" and
"very good."

Your rating

6

130



,

THIS SECTION FOR TEACHER USE

1

(title)
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Instructions to the Teacher

I. Instructional Approach

Indicate whether the UNIPAC consists of facts, data and information to
be presented to the learner or if the discovery approach is to be used. ,

If disclosure of specific items of information by the teacher would
negate potential "discovery" value to the learner, those cautions
should be included in this section.'

II. Identification of Learners

Suggest. methods for identifying those students who would most benefit
from this UNIPAC. If there are prerequisites, limitation, or previously
acquired skills necessary for a learner to proceed with this UNIPAC,
they should be specified in this section.

III. Special Instructions

A. Equipment Needed - for example: Z6 mm projector

B. Materials Needed - for example: The World Almanac ,

C. Media Needed - for example: Z6 mm film

D. Facilities Needed - for example: science laboratory, bunsen burner

If the successful application of'the UNIPAC requires items not

411

normally found in the classroom or school, they should be speci-
fied in this section. If the learner is directed to refer to
printed material, a complete bibliographic entry must be included
here. In the case of AV media, give all pertinent data: title,
producer, film size, tape,or record speed, etc.

15

IV. Instructions for.Evaluation

A. Special requirements:

If there are special cautions that the teacher needs to know
before proceeding with any of the evaluation materials, they 'should
should be listed in this section. If realia or special oral ques-
tions are to be used they should be called to the teacher's
attention.

B. Test Keys

Usually, the only keys in the teacher's section are for the pre-
and post-tests. The Student's Section usually contains the keys
for the Self-Tests. If the Pre-Test or Post-Test is of such a
nature that a key can't be constructed on paper, the outline to
assist the teacher in evaluating pupil performance must be included

here.

V. Suggested Subscquent UNIPACS

If there are additional UNIPgCS which you know have a close
correlation with this one, they should be listed here. If this
is a UNIPAC from a series, so indicated.
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HOW CHILDREN LEARN TO THINK

There is a danger in too often telling c"mdents answers - they tend to be-

come too dependent on the teacher and adults, too dependent'on some supposed

authority: The following is a simplified outline of things teachers can do

to help children learn critical thinking.

The Thinking Process:

I., Locate the problem: The problems can come from class activities

example - Why is there water on the outside of the ice-water
pitcher?

Why don't we have a school newspaper?

2. Holding on to the problem: Involves keeping the children's

attention on the stated problem and not taking any "side trips."

3. Suggesting answers: The making of suggestions without pressing

for possible solutions. Some answers will be better than others,

but if all (or cost) are not welcomed, few responses will be made.

Some responses will be worth writing down for further consideration.

4. Predicting outcomes: From the previously 'acquired suggestions

the teacher may ask, "What would you expect to happen if we tried

this?" Possible consequences need to be considered: whether they

are desirable or undesirable, the implications of the suggestions,

what and who would be involved, costs, possible opposition to the

play, or the support it might receive. On the basis of such

considerations the plan that according to predictions would be

most satisfactory can be,tentatively selected.

5. Getting the facts: Sometimes the problem is merely to find the

facts, and sometimes facts are needed in order to solve the problem.

What sources are available? Books, Committee, resource person and

excursion. On the basis of the facts, the tentative solution may
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.7.

be accepted and action taken, providing one has reasoned logically

all along.

6. Sticking to logic: There is a tendency to escape from true. casual

relations.. Because something happened before something else did,

the first was not necessarily the cause of the second. The rooster

that thought the sun rose because he crowed was dismayed when it

rose on a day he overslept. Judgments need to be as objective

a-s possible. Prejudices must be recognized. The danger of

overgeneralizing must be guarded against.

,

Presenting to the class the results of a thinking job well done is a good

incentive to continued good thinking. This can be done in a variety of ways.

But, let's also instill the sense of accomplishment for a job well done as a

personal satisfaction. A word of approval as recognition will often suffice.

4 .
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EASTERN WASHINGTON STATE COLLEGE
Department of Education

Working Outline for a Presentation on Using Performance Objectives
to Design Learning Activities

1. State of Washington--moving ahead
A. Interim programs (certification of presently employed practitioners)

being approved by State board
1. speech and hearing clinitians
2. school counselors

B. Professional education agencies (colleges/universities, professional
associations, school organizations) working out new relationships to
assume responsibilities for professional preparation, staff develop-
ment, and certification

C. agencies working on performance criteria

II. Professional education--2-sevel consideration

A. primarily professional education agency (les'j decision - -what is it
that you want people, who wish to play certain professional roles,
to be able to do?

B. agency (les) in relation to individual.,-hol.4 will professional edu-
cation agency (les) help unique individuals become what they want
to become individually and still achieve competence in playing the
roles that the responsible and authorized agency (les) has (have)
defined? ,

C. sum -- during program implementation, are individual and agency (les)
objectives and intentions being realized?

III. Professional education and certification
A. related to whether or not objectives and intentions can be realized

and continually renewed
B, what a person can and should do as evidenced by what he does do
C. as that affect-iUltimate consumers--common schoox children and

youth

IV. What ,is\leirning?'
. learning--process of changing

evidenced by behavior

C. talking about vs. doing
D. concentration on ends in the sense of whether or not individual

does learn or evidence a desired goal
E. concentration on means (instructional planning and methodology) in

the sense of how can one,learn or evidence
1. freedom for teahcels in planning and teaching

2. freedom for learners in ways to learn or evidente

V. Performance objectives

A. specify clearly what the learner will be able to do when he has
achieved the objective; a proposed change in the learner

B. describes important conditions under which learner will be expected

to demonstrate his competence
C. how learner evaluated (acceptable performance)
D. performance outcomes of teachersperformance of teachers and con-

sequent performance of clients (pupils) engaged in learning wader

supervision of those teachers
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E. what do I need to know to be competent in Language Arts as a dis-

cipline (Prerequisite)
F. what do I need to affect pupils of Language_Arts (teaching behavior)
G. student performance--one index of teacher's ability

VI. Learning (or screening) "packages"
A. one,way of looking at "packages" and their components (see p.4)
B. developing into learning systems

VII. Performance objectives and learning "packages" -- some advantages

A. learner's sequencing and scheduling own learning activities
B. creating his own activities
.C. through feedback (self-observation), learner can evaluate his

own progres -s

D. evaluation becomes helping, not preventive
E. clarity of intent of what is to be learned
F. quality of goals emphasized (continually building)
G. appropriate and "fair"' evaluation on whether or not something

has been learned (basis of studentAnd teacher performance)

VIII. Performance objectives and learning units--qualification-elaboration

A. provide a place of a whole
B. not a comprehensive learning or evaluation device
C. designed to be useful fdr what learners are preparing to do

D. :examining roles and writing objectives--rewarding
E. analysis and writing provide perspective and direction for self-

improvement

IX. Difficulties in writing performance objectives for professional roles

A. tough intellectua work; people, given an objective writing
assignment, often exhibit avoidance behavior

B. difficult to keep categories of objectives "clean"; people get
bogged down trying to develop a satisfactory scheme for relating
less specific with more specific objectives

C. many want a model set of objectives . . . to avoid "above

D. in a non-authoritarian environment (approval and positive rein-
forcement lacking), some people and groups lose interest; result- -
story- telling, humor, relating of personal experiences

E. educational language is not precise; available taxonomies apply
to writing of objectives for students, also not performance
oriented; difficult to find useful definitions

F., persons ego-involved in discussions; preconceived notions of, role
and/or present work assignments may confuse work on writing ob-

jectives
G. many have spent time writing objectives--haven't seen results

H. takes time to reflect on professional roles and analyze them
carefully; some grow impatient with group pace and problem

Solving
I. some persons and groups have difficulty dealing with abstractions

and the meaning of words
J. some people are hesitant to confront groups with their feelings

regarding the group's effectiVeness;'neeeed-Lexpression of feelings
so,that individuals and groups can examin and work of effectiveness

136



X. Professional education and certification--as a means ofhelping
teachers, prospective teachers, and students realize their objectives
and intentions
A. learners desire to know what is being asked of them and why (rationale

for doing specific things)
B. teachers (educators) are interested in preparing effective instruc-

tion
C. educators--interested in communicating certain skills and know-

ledge to their students
D. teachers want to communicate in such a way that their students will

be able to demonstrate their achievement of appropriate and agreed
upon objectives

XI. Long and difficult road ahead
A. if the state is willing to travel it
B. significant reaults for professionals and prospective educators
C. most imporatantly for children and youth (main goal in appropriate

preparation and certification)
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Some comments, assumptions, biases concerning professional education staff
development, performance objectives, and learning.(or screening) units:

ik performance objective states that under certain conditions, a learn-
er will do something specific, to some specified extent.

Performance (or behavior) can be observed, to some degree described,
and in some way valued (in and of itself and/or in terms of its
effect on others).

Responsibility for achieving an objective is shared, by the In-
dividual learner and that person or those persons, or agencies,
authorized and designated to be responsible.

Learning unit designers are responsible for providing a rationale
for instructional objectives and learning activities.

Learning unit designers should attempt to specify who the learner
is (audience), and what role (s) the learner will 6e trying
to fulfill.

The learning unit should be usable according to the appropriate
role(s) that are identified.

The learner and unit teacher-evaluator should agree on the appro-
priateness and consistency of the unit components.

Given an agreed upon objective or set of objectives and a general
context for learning and evaluation, the learner should be pro-
vided Some freedom in specifically what, where, when, how and why
to learn.

Learning is change; it is not necessarily linear: It may be a

function of varying and various experiences.
There may be prerequisites for approaching a specific objective or

learning activity.
Two or more units can be brought together to make a learning system.
Evaluation should be a form of self-observation so that the learner
knows where he is in relation to an objective.

Evaluation should attempt to be a verification and comparison of
the perceptions of the learner by the learner and his unit_
teacher-evaluator.

Evaluation should be both specific and helpful so that the learner
can make appropriate decisions considering the extent of his
abilities and weaknesses.

Learning -tasks and evaluation procedures should provide.a learner
with his own learning style, abilities, and weaknesses.

The criteria (traits to be exhibited) indicating whether or not
a learner has achieved an objective should be specific (but open-

ended) and known (and understood) by the learner and his unit

teacher-evaluator.
The effectiveness of a learning unit or system is, to some degree,

a function of the unit designer, the unit teacher-evaluator,
and the individual learner.

The importance or value of a unit or system may be gauged in terms
of the effect it has upon its immediate "consumers" (designers,
teacher-evaluators, individual learners).

The value of a learning unit may be weighed by whether or not it
helps the learner affect others to help satisfy their own needs

and objectives.
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in that professional education, performance objectives, and learning tasks are
in some sense geared for the learner to affect others, the relationship be-
tween the learner and his learning agent (helper) can be reflected and re-
capitulated in other learners and agents, and in the educational and. societal
systems at large.

,--

his agent < learning agent ,4__L learner

"..."."

his learners )

or
c

N.B. Whatever the scheme, activity centers around or resonates from the
learner and learning.
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KEY CONCEPTS OF INDIVIDUALIZATION

1. Knowledge of pupils. The teachers know each pupil. This concept is
broader than merely knowing an I.Q. or a reading score. It indicates
knowing the habits,interests, hobbies, family relationships and other
aspects of the pupil's life outside the classroom.

2. Physical facilities. A variety of resources is available and in use.
This covers every type of resource 'for in-class or out-of-class use,
including programmed materials, audio-visual aids, as well as books,
newspapers, magazines and specimen objects.

3. Different tasks. Different pupils work on different tasks selected at
least in part by the pupils themselves. Teachers make a variety of
assignments designed to individual requirements for both in-class and
out-of-class work.

4. Participatioi. Learning activities are sufficiently varied that all
pupils are seen participating pi some learning activity.

5. Communication. Instead of sending out oral messages to "whom it may
concern", the teacher communicates individually as may be needed with
pupils singly or in small groups.

6. ModifiCation of questioning. The teacher's questions vary in type and
difficulty for different pupils, and in order to make sure each pupil
understands.

7. Complementary teacher-pupil roles. The teacher adopts the role of a
resource person and helper: The pupils contribute to the direction or
content of the lesson and have the opportunity to leed and initiate
change.

8. Time for growth. The time that pupils require to complete a given task
or master a given concept or skill must, because of individual difference,
vary greatly.. The teacher therefore provides for both extra help and
enrichment through planning or allowing the use of extra class time.,

9. Individuail evaluation. Instead of a fixed standard that all are expected
to attain, or fall by the wayside, evaluation is judged as change or
improvement at individual rates of growth and development.
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KEY CONCEPTS OF INTERPERSONAL REGARD

10. Demeanor. The teacher is relaxed, good-natured, cheerful, courteous
and, if using humor, always inoffensive, rather than yelling, shouting,
frowning, glaring, insulting or sarcastic. Pupils reflect similar

demeanor.

11. Patjence. Both teacher and pupils take time to listen to and accept
one another, rather than press, hurry, interrupt or give rigidly
directive orders.

12. Pupil Involvement. Pupils are eager, prompt, willing,'show initiative
or make voluntary contributions, instead of being apathetic; reluctant,
or slow to respond.

13. Physical movement is permissive, free, instead of submissive and
dominated by the teacher.

14. Respect. There is mutually shared respect among pupils and teacher as
evidenced by commending, accepting, helping, rather than rejecting or

ignoring.

15. Error behavior. Pupils and teacher both openly and naturally accept
and recognize errors of each other, rather than trying to cover up,

losing face or showing guilt.

16. Pupil problems. Personal problems or handicaps are accepted with con-
sideration, understanding and sympathy, rather than with ridicule or

embarrassment.

17. Atmosphere of agreement. Pupils and teacher respect opinions of others

and come to agreements without external coercion; conflict and hostility
are not characteristic of problem solving.

18. Teacher-pupil identification. Teacher meets pupils on their level as

one of them and is not withdrawn, aloof or superior.

19. Evaluation as encouragement. Positive, encouraging and supportive
criticism, which pupils accept, is used rather than discouragement,
disapproval, admonishment, blame or shame, which pupils ignore or reject.
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KEY CONCEPTS OF CREATIVITY

20. Time for thinking. Time is allowed to think and discover, play with
ideas, manipulate objects, experiment, without pressure to get
"the answer" or get it "right".

21. Abundance of materials. Pupils have the stimulation of materials and
other resources in great richness and variety.

2?. Skills of thinking. A variety of skills used in creative thinking is
practiced: inquiring, searching, manipulating, questioning, abstracting,
analyzing, summarizing, outlining, generalizing, evaluating and the like.

23. Testing ideas. The examination, comparison and testing of divergent ideas
are encouraged, as opposed to referring to authority.

24. Unusual ideas. Unusual ideas are entertained without anxiety or tension,
and unusual questions are considered with respect.

25. Question and answer technique. The teacher uses open-ende questions
rather than questions with a "right" answer presents unsolved problems
rather than a lecture with "correct" information filled in; pupils test
and challenge rather than attempt to key.in on the wanted correct an-
swer, and are encouraged to consider questions for which they do not
have the answer..

26. Self-initiated activity. Pupils take responsibility for self-initiated
learning, extend the limits of the topic, and the teacher encourages and
credits pupil efforts to go beyond the lesson plan assignment or question.

27. Opportunity for speculation. There is much opportunity for guessing,
supposing, hypothesizing, forecasting results with and without evidence,
without the fear that wrong answers will be penalized, as opposed to
handing out the correct answers in order to save time.

28. Evaluation as motivation. Originality is rewarded with recognition,
pupils' ideas are treated as having value, unusual questions and
diverse contributions are recognized and praise rewards creative effort,
while formal evaluation and marking are delayed.
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KEY CONCEPTS OF GROUP ACTIVITY

29. Physical arrangement. Seating facilitates interaction, as in face-to-
-face Tather than audience situations.

30. Teacher purposes:- The objectives and purposes of the teacher are to cultivate
and facilitate social sills, cooperation, idea exchange and shared problem
solving, rather than require pupils to work in isolation.

31. Decision making. The group shares in decision making, rather than having
decisions made by the teacher, and the group told what to do.

32. Intercommunication. There is pupil-pupil communication as well as teacher-
pupil communication, and pupils are free to seek assistance among their
group mates.

33. Conflict resolution. Where conflict among group members occurs, the group
itself resolves the conflict rather than requiring policing by the teacher.

34. Cooperation.. All pupils are seen cooperating in the group activity.

35. Role distribution. Pupils share the leadership role with the teacher, and
are free to disagree with teacher proposals.

36. Group goals. Goals of the group are accepted by all members of the group
instead of factionalism that divides the efforts and purposes of the group.

37. Group personality. Syntality, cohesiveness, or a feeling of internal
interdependency characterizes the group personality.

38. Consenus. The rules or mechanisms for arriving at group decisions result
in uncoerced consensus rather than the forcing of a leader's opinion or
hostility of a minority.

39. Group evaluation. Evaluation of group attainments is a function of the
group rather than the prerogative of the teacher.

40. Teacher's group role. The teacher's role is that of a member of the
group rather than that of a director or superior who sets all goals
and procedures.
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KEY CONCEPTS OF INDIVIDUALIZATION

1. Knowledge of pupils. The teachers know each pupil. This concept
is broader than merely knowing an I.Q. or a reading score. It

indicates knowing the habits, interests, gobbies, family relation-
ships and other aspects of the pupil's life outside this classroom.

2. Physical facilities. A variety of resources is available and in
use. This covers every type of resource for in-class or out-of-
class use, including programmed materials, audio-visual aids, as
well as booKs, newspapers, magazines'and specimen objects.

3. Different tasks. Different pupils work on different tasks, selected
at least in part by the pupils themselves. Teachers make a variety
of assignments designed to individual requirements for both, in-
class and out-of-class work.

4. Participation. Learning activities are sufficiently varied that all
pupils are seen participating in some learning activity.

5. Communication. Instead of sending out oral messages to "whom it
may concern," the teacher communicates individually as may be needed
with pupils singly or in.small groups.

6. Modification of questioning. The teacher's questions vary in type
and difficulty for different pupils, and in order to make sure each
pupil understands.

7. Complementary teacher-pupil roles. The teacher adopts the role of
a resource person and helper: the pupils contribute to the direction
or content of the lesson and have the opportunity to lead and
initiate change.

8. Time for growth. The time that pupils require to complete a given
task or master a given concept or skill must, because of individual
differences, vary greatly. The teacher therefore provides for both
extra help and enrichment through planning or allowing the use of
extra class time.

9. Individual evaluation. Instead of a fixed standard that all are
expected to attain, or fall by the wayside, evaluation is judged
as change or improvement at individual rates of growth and development.

The four characteristics of the educational setting that are examined in
applying Indicators of Quality were determined by educational experts
who were asked to decide upon what bases they would judge school quality.
Since all four have to do with behavior of pupils and teachers, it is
possible to watch the teaching-learning procedure and determine from the

-.behavior observed whether the intent of one or another is present.
But this necessitates knowing what specific aspects of behavior are
critical to the realization of each criterion characteristic.
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KEY CONCEPTS OF INTERPERSONAL REGARD

10. Demeanor. The teacher is relaxed, good-natured, cheerful, courteous
and, if using humor, always inoffensive, rather than yelling, shout-
ing, frowning, glaring, insulting or sarcastic. Pupils reflect
sinillar demeanor.

11. Patience. Both teacher and pupils take time to listen to and accept
one another, rather than press, hurry, interrupt of give rigidly
directive orders.

12. Pupil involvement. Pupils are eager, prompt, willing, show initiative
or make voluntary contributions, instead of being apathetic, reluctant
or slow to respond.

13. Physical movement is permissive, free, instead of submissive and
dominated by the teacher.

14. Respect. There is mutually shared respect among pupils and teacher
as evidenced by commending, accepting, helping, rather than rejecting
or ignoring.

15. Error behavior. Pupils and teacher both openly and naturally accept
and recognize errors of each other, rather than trying to cover up,
losing face or showing guilt.

16. Pupil problems. Personal problems or handicaps are accepted with
consideration, understanding and sympathy, rather than with ridicule
Apr embarrassment.

17. Atmosphere of agreement. Pupils and teacher respect opinions of,
others and come to agreements without external coercion; conflict
and hostility are not characteristic of problem solving.

18. Teacher-pupil identification. Teacher meets pupils on their level

as one of them, and is not withdrawn, aloof or superior.

19. Evaluation as encouragement. Positive, encouraging and supportive
criticism, which pupils accept, is used rather than discouragement,
dissapproval, admonishment, blame or shame, which pupils ignore
or reject,

An extensive search of the literature was made--books, pamphlets, period-
icals, anthologies, research studies proposed, written or reported by
authorities in each of the four areas. What do the experts, as a group,

say must be present in the classroom setting in order for individualiza-

tion of instruction to be realized? What must be present for interper-

sonal regard? What for creativity, for group activity? Conversely,

what in the classroom setting works against the realization of each?

Certain key concepts were found to define the content of the four

criteria. Nine key concepts of individualization were discerned, ten
key concepts of interpersonal regard, nine key concepts of creativity
and twelve key concepts of group activity--forty key concepts in all.
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KEY CONCEPTS OF CREATIVITY

20. Time for thinking. Time is allowed to think and discover, play
with ideas, manipulate objectS, experiment, without pressure to get
"the answer" or get it "right."

21. Abundance of materials. Pupils have the stimulation of materials
and other resources in great richness and variety.

22. Skills of thinking. A variety of skills used in creative thinking
is practiced: inquiring, searching, manipulating, questioning,
abstracting, analyzing, summarizing, outlining, generalizing,
evaluating and the like.

23. Testing ideas. The examination, comparisOn and testing of diver-
gent ideas are encouraged, as opposed to referring to authority.

24. Unusual ideas. Unusual ideas are entertained without anxiety or
tension, and unusual questions are considered with respect.

25. Question and answer technique. The teacher uses open-ended
questions rather than questions 'with a "right" answer, presents
unsolved problems rather than a lecture with "correct" information
filled in; pupils test and challenge rather than attempt to key in
on the wanted correct answer, and are encouraged to consider questions
for which they do not have the answer.

26. Self-initiated activity. Pupils take responsibility for self-
initiated learning, extend the limits of the topic, and the teacher
encourages and credits pupil efforts to go beyond the lesson plan,
assignment or question.

27. Opportunity for speculation. There is much opportunity for
guessing, supposing, hypothesizing, forcasting results, with and
without evidence, without the fear that wrong answers will be
penalized, as opposed to handing out the correct answers in order
to save time.

28. Evaluation as motivation. Originality is rewarded with recognition,
pupils'-ideas are treated as having value, unusual questions and
diverse contributions are recognized and praise rewards creative
effort, while formal evaluation and marking are delayed.

Some of these relate exclusively to teacher behavior or pupil behavior;
others may be discerned both in what teachers do and in what pupils do.
This overlap among the two types of "actors" on the classroom "stage"- -
teachers and pupils--results in a total of 51 items to the instrument
derived from the 40 key concepts.

The authorities that were consulted are listed below, classified by each
of the four criterion characteristics. It may be seen that some authori-
ties appear in more than one area. Following is a list and brief descrip-
tion of the 40 key concepts derived from their writings. A citation of
the literature and a fuller description of how the concepts were derived
is contained in the publication Signs of Good Teaching, available from
the Institute of Administrative Research.
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KEY CONCEPTS OF GROUP ACTIVITY

29. Physical arrangement. Seating facilitates interaction, as in face-
to-face ratiher than audience situations.

30. Teacher purpose: The objectives and purposes of the teacher are to
cultivate and facilitate social skills, cooperation, idea exchange
and shared problem solving rather than require pupils to work in
isolation.

31. Decision making. The group shares in decision making, rather than
having decisions made by the teacher, and the group told what to do.

32. Intercommunication. 'There is pupil-pupil communication as well as
teacher-pupil communication, and pupils are free to seek assistance
among their group mates.

33. Conflict resolution. Where conflict among group members occurs,
the group itself resolves the conflict rather than requiring policing
by the teacher.

34. Cooperation. All pupils are seen cooperating in the group activity.

35. Role distribution.' Pupils share the leadership role with the teacher,
and are fred to disagree with teacher proposals.

36. Group goals. Goals of the group are accepted by all members of the
group, instead of factionalism that divides the efforts and purposes
of the group.

37. Group personality. Syntality, cohesiveness, or a feeling'of internal
interdependency characterizes the group personality.

38. Consensus. The rules or mechanisms for arriving at group decisions
result in uncoerced consensus rather than the forcing of a leader's
opinion or hostility of a minority.

39. Group evaluation. Evaluation of group attainments is a function
of the group rather than the prerogative of the teacher.

40. Teacher's group role. The teacher's role is that of a member` of
the group rather than that of a director or superior who sets
all goals and procedures.
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"MACHINE SCHEDULING"
by

Dr. Dwight Allen

(A speech to the Oregon Program Team Teaching Project, Summer, 1963)

In this presentation I wish to discuss "modular scheduling." A definition of

"module" includes its horizontal dimension, which is the number of students,
and the vertical dimension, which is the length of time involved. This means

that we can then define an area to be scheduled.

At Stanford we started out some four years ago to solve the problem of scheduling.
The reason that we started out to solve the problem dame about after we had
been working with some of the proposals made by Dr. Lloyd Trump and others. We

asked the question: "Well, this is all very good but how do you put together
your schedule?" We called Lloyd Trump and asked him how to do this and he said
he hadn't gotten that for yet. We then called IBM and they sent up a man named,
appropriately enough, Mr. Smart, and he said that IBM could do anything that we
could do by hand first. We couldn't tell him how we did it by hand so we
embarked on the task of doint it by had which turned out to 'be quite some task!
Six mOnths, and about a million plastic tips later we developed what we called
the "Mosaic Hilton." This was a five-story "whatchamajiggie" that dad all these
various sized classes fitted together in a mosaic. At that time, IBM said
they didn't think they could help us and so we got into the scheduling business.

We have been working for four years to try and develop machine procedures to make
practical schedules and I can report now that we have succeeded in developing
these procedures. We have actually scheduled a school. In fact, we have

scheduled two schools. We have scheduled a school that has a completely flexible
schedule and one that has.a completely traditional schedule. So machine scheduling

it§ something that we can do. We are now doing it; we have done it! We've

scheduled the Lincoln School in Stockton. Tonight, if everything goes well, we

will have our first run with the data for Portland's Marshall High School. We

will have their schedule ready for them by the end of August. There is no doubt

about having the schedule ready. The only doubt is how good the schedule will be.

What we want to do is to develop a, scheduling procedure'that will be so good that
it would reduce us to anonymity. The anonymity of the schedule maker is possible
only when he can construct such a good schedule that no one has to worry about
scheduling any'more.' We want to develop a procedure which will allow teachers
and administrators to offer the kinds of programs they would like to offer with-
out any regard to schedule limitations. For this reason, we did not start out

to construct a traditional schedule. We did scale a generalized solution,
insofar as possible, to the scheduling problem. The whole key to our generalized
solution was the idea that the horizontal dimension on the schedule module was
the number of students and the vertical dimension was the length of time. This

means that we can take a course area and say to teachers: "So long as you honor

a module (in our example, we suggest a half hour module,) you can develop.

classes however you wish. You can have classes that are one module long, two
modules long, three modules long, four moldues long, ten modules long! This is

up to you. You can alter these as you wish so long as you stay withing the

framework of the basic module. In terms of the size of class there is no problem;

it can contain any number of students you want. You can have some classes that

comprise the whole group; some,that are half of the group; some that are a quarter
of the:group; however hlrtny youLwant. What we are really saying. to teachers is
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that they have an area to be scheduled and that if they want( to have some large
group instruction, some medium-sized group instruction, s smell group instruction
or some independent study, this is up to them to define. We can then program
the machine to sort out the modular data and to submit sample schedules which
are subject to continued refinement in their initial form.

Suppose an English teacher, instead of having five classes of thirty, is assigned
the responsibility for 150 junior students. Next the teacher is told she may
teach these students according to any schedule she desires. "Well," she says,
"I'd like to see them three times a week for a half hour - altogether, all 150
of them." Fine, we'll do that! Then she says, "I think that I'd like to have
three groups of fifty in a resource center for an hour and a half where they can
be writing on things and investigating things and I have some time for individual
conferences and so on. They will be working pretty much on their own, but I will
be there to work with them. We want this a little bit longer so they can really'
get immersed in their work and carry it through. Then 1 think I want to have
them ten at atime. Fifteen groups, ten at a time, so that for one hour each
week I can really sit down with a small number of students and have a crackerjack
discussion or something like this. Then for an hour a week I want them to meet
in student-led small groups, maybe five at a time." All right, then let's
examine this teacher's work load. She has planned for herself a twenty-one hour
work week in terms of student contacts plus individual conferences. If she
doesn't like her work week, she can shift the balance of large and small group
instruction. Now, what happens? After we have designed this structure, we
feed it to the machine and the machine then comes up with a class schedule which,
say, meets Monday, Wednesday, and Friday from 8:00 to 8:30, Tuesday at 9:00,
Wednesday at 10:00, and Thursday at 2:00, and other modules spread through the
week at other times. The teacher still has the complete responsibility for the
English program for these 150 students but with a new and realistic time blocking.
This situation also illustrates the fact that this kind of a flexible schedule
does not necessarily involve "team teaching."

Oftentimes we are inclined to say "team teaching" and "flexible scheduling" as
though they are both one thing. You can have a very drastic flexible schedule
without team teaching! You can have whatever complexity of flexible scheduling
that you wish as a teacher, totally independent of whether or not this is going
to be a part of a teaching team. However, you can also say: "Let's have a teething
team! Let's have 300 students here instead of 150." Say that you want them for
8 modules, four hours a week. In addition, say that one hour a week is going to
be for unscheduled independent study and that we have assigned Teachers A, B, and
C to these 300 students. Their programs must then be planned cooperatively by
Teachers A, B, and C who say: "Well, we want to see them all together a couple
of times a week and then we want to break them down for a couple of large groups
where we can do some gross ability grouping. Then we want 'these students' to
have one kind of a pattern and 'these students' to have another kind of a pattern."
(You don't have to do the same thing with all of the students.) Again, You see,
the horizontal unit is students,'the vertical unit is time. What we've selected
for the example turns out to be a student module of fifteen students and a, time
module of thirty minutes. (Out of this time module also comes the passing
period of five minutes. Note that we don't add passing periods between modules.)
So you see, the flexibility concept works for individual teachers and teams, both.

May I cite another example. We could have a class with five modules total each
week with three half -hour presentations plus a one-hour group section. This is
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a two and half hour course per week. Or, we might have a course with 10
modules: Such students may be a little more advanced or have a little more
ability or have a little more interest and it is perhaps a smaller group than
average. It may have the same three lectures that the average groups have but,
in addition, it may have an additional half hour lecture this week or a larger
research-type period.

Again perhaps I have a small group of students who are really interested and
who want some intensive work in .a given subject area. They can,take the same
large groups and other students take but they may take a differdnt series of
research periods and small group study seminars than do the students in the other
groups. In other words, you see, we can build variations in curricular time;
variations in structural pattern, and variations in period length under the modular
system.

A modular schedule won't allow you to do anything that is illogical. You can
put so many requirements on a schedule that no machine can schedule them. The
machine can't really do anything except count well. When it comes to making
decisions, it is a blooming idiot. It is a real idiot. It cannot make a single
decision. What it can do is implement decisions which we have arrived at
earlier. For example, suppose I tell my secretary: "If Mr. Brown calls and
says "A", tell him "B"; if he says "C", tell him "D"; if he says,"E" tell him
I'll ball him back tomorrow."... So we "say" to the machine, "if you find such and
such a circumstance, schedule this way. If you can't find any way, spit the
student out and we will have to make some new dicisions regarding him because
what we have requested is illogical." Perhaps we have requested too many single
section courses for, this student and the combination of students who have been
given the certain combination of single section courses is such that we simply
can't honor all the requests at the same time. Either the structure of the
courses, the length of the school day or the requests of the student will have
to be changed. The machine can't say which of these decisions to make. You,
as the .teacher, administrator--whoever is running things educationally, has to
meke the educational decisions. The machine can't decide who goes in lane 1,
who goes in lane 2, and who goes in lane 3. If we allow the machine to make
this decision by giving it arbitrary data like adding two times the grade point
average plus three time the SCAT score, minus the STEP score over four, divided
by three, we may get an index but it will still be an arbitrary formula. If

the formula doesn't work, don't blame the machine! Blame the arbitrary educational
decision that was fed into the machine. The machine hasn't made the decision.
We have made the decision which the machine has carried out.
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GROUP EVALUATION

Date

No Completely

Reward 1 2 3 4 5 6 7 8 9 Rewarding

THE GROUP WAS REWARDING TO ITS INDIVIDUAL MEMBERS

No Completely

Common 1 2 3 4 5 6 7 8 9 Integrated

Purpose
INDIVIDUALS AND THE'GROUP AS A WHOLE WERE WORKING

TOWARDS THE SAME GOALS

Not at A Great

All 1 2 3 4 5 6 7 8 9 Deal

Not at
All

MEMBERS CONVEYED TO EACH OTHER HOW THEY REALLY
FELT ABOUT MATTERS

1 2 3 4 5 6 7 8 9

MEMBERS WERE TOLERANT OF DIFFERENT OPINIONS

A Great
Deal of
Tolerance

411 One Plop Truk

After 11 2 3 4 5 6 7 8 9 Consensus

Another Achieved

DECISIONS ARE ACCEPTED BY THE GROUP AS A WHOLE

One or Everyone

a Few 1 2 3 4 5 6 7 8 9 . Participates

Dominate Freely,

DEGREE TO WHICH LEADERSHIP OPPORTUNITIES ARE SHARED

Not at
All

Bull
Session

Not at
All

1 2 3 4 5 6 7 8 9

GROUP MADE USE OF ITS AVAILABLE RESOURCES

1 2 3 4 5 6 7 8 9

MEMBERS BUILT ON EACH OTHERS IDEAS

1 2 3 4 5 6 7 8 9

MEMBERS ACCEPT AND TRUST EACH OTHER
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Completely

Complete
Organic
Development
of Ideas

Completely



Completely Completely
Unclear 1 2 3 4 5 6 7 8 9 Clear

GOALS WERE CLEAR

Competitive Cooperative
Out to Win 1 2 3 4 5 6 7 '8 9
Own Points

MEMBERS WERE COOPERATIVE INSTEAD OF COMPETITIVE

Withdrawn Worked
Flight from 1 2 3 4 5 6 7 8 9 Productively
Task
Not Interested MEMBERS WORK EFFECTIVELY

GP: 200
8/29/67

Reproduced from-
Readings in Group Process

Graduate School of Business
University of Pittsburgh
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INVENTORY OF GROWTH IN ATTITUDES TOWARD READING

Checklists can be helpful in estimating pupil skills, attitudes, and
behavior. A sample checklist for use in observing and evaluating attitudes
toward reading is reproduced below. The teacher might use + or - to indi-
cate the presence or lack of-the attitude under consideration. Other
checklists can be devised to serve other needs.

Does he anticipate reading periods with pleasure?

C.,
c
m.

%.<

>
=
=

C-.
m
-s

1/4.

m
c.

Does he use books frequently during free periods?

,

Does he find opportunities for reading at home?

.

Does he read newspapers and magazines?

Does he show interest in reading a variety of books?

Does he read for information?

4

Does he usually finish the books he starts?

What kinds of books does he like best?

Does he make frequent use of the school or public library?
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SELF-CONCEPT SCALE

Each of us needs to know more about what we are like. This form is to help
you describe yourself and to describe how you would like to be. There are
no right or wrong answers; each person may have different ideas. Answer
these according toyour feelings. It is important for you to give your own
honest answers.

Think carefully and check the answer that tells if you are like the word says
nearly_always, about half the time, or just now and then. In the second
column check the answer if you would like to be like the word says nearly
always, about half the time, or just now and then.

THIS IS THE WAY I AM THIS IS THE WAY I'D LIKE TO BE

nearly about ,lust now nearly about just now

always half and then always half and then
the time 'MTtime

Friendly
Obedient
Honest

Thoughtful

Brave

Careful
Fair

Mean
Lazy
Truthful

Smart
Polite-

Clean'
Kind

Selfish

Helpful

Good
Cooperative
Cheerful
Jealous

Sincere
Studious
Loyal

Likeable

A good sport

Useful.

Dependable
Bashful
Happy
Popular
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CLUES ABOUT CLASSROOM LIFE

So that members of a class and their teacher may get ideas about how to make
life more interesting and important for everybody in the class, each person
needs to contribute his or her ideas of what needs to be improved. What things

happen that shouldn't happen? What ought to happen but doesn't? Try to

imagine you are a detective looking for clues to a "good day" and a "bad day"
in your class. Jot down what you might look for or might see to answer these
questions. There are no right or wrong answers.

What are some clues to a good day in our class? What things happen that are

signs of a good day?

1.

2.

3.

4:

5.

ci.

,

What are some clues to a. Uad day in our class? What things happen that are

clues that class is not going the way it should or that you would like it to?

1.

2.

3.

4.

5.

What are some things that should happen a lot more than they do to make it a

better class for learning and having fun?,

1.

,2.

3.

4.

5.

1 G4

,



HOW THEY SEE ME

Just as each part of the day is filled with positive, neutral, and negative
things, each pe-rson is made up of things we like and things we do not like
so much. Below are a number of circles showing persons with different
amounts of positive (+) and negative (-) things about them. Which of these

circles comes closest tocthe way you see yourself? Write the letter of the
circle which most resembles you right here:

In the blank following each question, write the letter of the circle that
you think each of the persons mentioned would pick for you.

I. 'Which circle do you think your closest friend would choose to describe

,you?

2. Which circle would the teacLr in this class choose?

3. Which circle would the principal of your school choose?

4. Which circle would your mother choose?

5.. Which circle would the boys-or girls you spend most time with choose to

describe you?

6. Which circle would your father choose?
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INTERVIEWING STUDENTS

An interview with a student may provide a teacher with important clues to

his behavior. The questions may not be typed or written out as they are on an

interview card, but it's usually a good idea to have some sort of outline or

plan of approach in mind.

Here is an interview outline, prepared by a teacher to help her find out

why a pupil was consistently late to class.

I. Everywhere you go, there are certain rules.

A. One of our rul,es is to be on time.
B. How can we help you keep the rules?

II. Home Conditions.

A. Do both parent work?
B. What time do you get up?
C: Who calls you in the morning
D. How much sleep do you get each night?
E. Do you have any special morning duties?
F. Do you eat breakfast with the family?

III. Way of getting to school.

A. How far is it from your home to school?
B., How do you get here? Walk? Bus? Bicycle?
C. How long does it take?
D. When do you have to start?

IV. Work out a plan together.

As the teacher asks questions and talks with this student, she tries to be

very informal, to ask her questions in a pleasant manner, and to spend a lot

of time listening rather than talking. She may not take the questions in order:

she ma: not even have to ask them. They are written out or kept in mind simply

to guide her, to keep her from overlooking an important point.
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EASTERN WASHINGTON STATE COLLEGE

Department/of Education

FORMAT FOR THE LEARNING ACTIVITY PACKET/PACKAGE

1. Title Page: List the Title/Topic of your Packet then the following
items: (your name) - (Produced for Dr. T. K. Midgley) - (qtr., year,
name of class).

2. Table of Contents (This paper will assist you sith this item).

3. Statement concerning Audience for which Packet is designed.

4. Statement of Purpose.

5. Major Concept and Sub Ideas.

6. OBJECTIVES

First write your Observable Behavioral Objectives:

...These are things you want them TO DO.

...Things you can see and observe them doing.

...Underline the doing words as you list them.
(SKILLS)

Next you may list the other Objectives you may have:

...What do you want them TO KNOW? (KNOWLEDGE)

...What do you want them TO FEEL? (ATTITUDES)

7. Pre-test (mention where the answers are located) (with instructor or
in the Appendix, etc.)

8. Introduction to (Packet/Package) (tell-them briefly what you are
going to do).

9. List of new vocabulary/Special terms/Definitions
List of materials needed to work with LAP/P.

10. Contract (If and when and where needed) This is an effective technique
especially in packets used in Kindergarten through 12th grade.

11. Presentation of (Materials/Content/Activities/Exercises)

...This section is the body of the Packet.

...Write your materials as if you were talking and working with
a friend.

...Make your packet as interesting and as motivating as you
possibly can.
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...Remember get your readers involved and participating in
activities (this is a key factor in learning).

...Illustrations, pictures, diagrams, articles, should be
utilized whenever possible.

...BE CREATIVE

12. Review (Where & When needed) -

13. Post-test and (evaluation/suggestions)

14. Additional suggested Follow-up Activities (for those who study this
packet and who des'ire to pursue this topic further).

15. Bibliography (Books and materials) (films, filmstrips, programmed
materials, trans1parencies, slides, tapes, etc.).

16. Suggestions fot the teacher (Instructions and guides if needed).

17. Appendix (Mat rials which enhance the Packet and add to its effective-
ness).

NOTE: The packet should be typed and mounted in a labeled cover (portfolio
type).

REMEMBER: THIS PACKET IS TO BE USED AS A BUIDE FOR INDIVIDUAL

and in many cases....

IT WILL' BE THE GUIDE TO AN OVERALL CORREALTED PACKAGE OF LEARNING AND
REFEREOCE MATERIALS.
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EASTERN WASHINGTON STATE COLLEGE ?!

Department of Education

TITLE AND/OR PACKAGE NO.

CONCEPT: This should, be a specific statement of the idea, skill, or
attitude to be learned. One sentence is usually sufficient.

PURPOSE: This is a rationale to the student indicatingwhy the above
concept should be learned. A brief paragraph is usually sufficient.

LEARNING
OBJECTIVE: The learning objectives should be stated in behavioral terms

and contain three basic elements:

1. The performance expected of the, learner.
2. The conditions under which the performance will take place.
3. The proficiency level expected of the learner.

Objectives should include a range of taxonomy categories:
knowledge, comprehension, application, and invention. The

number of objectives is determined by the producer. One to
five objectives are adequate for a package. Behavioral
objectives are concept oriented and should not include material
from the learning activities.

Pre - Assessment

LEARNING
ACTIVITIES: This is a listing of the activities a student may engage in

to learn the above stated objective. The activities should be
diversified as possible and provide for a broad range Of interest
and ability levels.

Areas to consider are:

Materials: Textbooks, periodicals, pamphlets, experiments.,
worksheets, exercises, charts, etc.

Media: Films, filmstrips, records, tape recordings,*
single concept loops, video tape recordings, study
prints, etc. /

Methodology: Large group where media is used, small group,
teacher-pupil conference, research in the learning
resource center, etc.

EVALUATION OF STUDENT LEARNING:

The evaluation i.. ,,ment should measure a student's achievement of the
behavioral objectives. The degree to which the student has gained an under-
standing of the idea, skill, or attitude which was to be learned, determines
his advancement.

Two tests should be prepared for each package. The instructor in his course

management, can use the evaluation instrument in several ways. They may

be used as a pretest, self-test, post-test, or as two post-tests.
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HOW TO DO A PACKET

Name

Seminar Teacher
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TABLE OF CONTENTS

Title Page No.

Purpose 1

Introduction 2

Concepts 3

Objectives 4

Pre-Test 5 -6

Body 7-11

Post-Test 12-13

a
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How to Do a Packet Page 1

PURPOSE:

The purpose of this packet is to introduce you to a new met od of
learning. This method allowing you to learn as fast or as low
as you want because you are the boss. Each page of this b oklet
will give you instructions and explain what you are to do.
order to complete the packet successfully you must follow
directions.

WHETHER OR NOT YOU SUCCEED DEPENDS ON YOU. IFI YOU HAVE
QUESTIONS PLE..61,SE DO NOT HESITATE TO MAKE AN AP OINTMENT
WITH YOUR SE,MINAR TEACHER.

Now turn to the next page and continue the packet.
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How to Do a Packet Page 2

INTRODUCTION:

During the past ten to fifteen years teachers have discovered many
things about how people learn. The two most important discoveries
have been: (1) that people learn at different rates of speed, and
(2) that people learn in different ways. Consequently, during this
year of study in the culture of the western world we are going to
provide you with an opportunity to learn at your own rate of speed
and in your ov.n individual ways. This can be achieved only
through a combined and cooperative effort between you and your
teacher.

The procedure we are goin.g to use this year involves the use of
individual learning packets. Each packet will enable you to learn
a specific concept concerning the grov.th of civilization. However,
before we begin our course it is important that you Understand how
to do a packet. Since the best way to learn to do something is to
do it, let's begin.

PACKET LEARNIG CAN BE EASY IF YOU FOLLOW DIRECTIONS

NOW TURN TO THE NEXT PAGE AND BEGIN
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How to Do a Packet Page 3

CONCEPTS:

1. Learning is an individual process.

2. A pre-test is provided in each packet to determine whether
'a person needs to complete the packet.

3. Concepts of the material to be covered are stated clearly.

4. Objectives are stated in behavioral terms.

5. Varying activities are provided to enable the student to
master the objectives.

6. When the student is able to perform the objectives he is
ready to take the post-test. 11 he cannot perform the
objectives he needs to return to those items he does not
understand.

LEARNING BEGINS WHEN THE TEACHER STOPS TALKING

TURN TO NEXT PAGE AND READ THE OBJECTIVES OF THIS
PACKET
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How to Do a Packet Page 4

OBJECTIVES:

Each student should be able to do or perform the following tasks:

1. To be able to write a definition of the following terms as they
relate to individual learning packets.

A. Concept
B. Behavioral Objective
C. Pre-test
D. Post-test
E. Resource Center
F. Independent Study

2. To be, able to explain in writing why you think the packet is a
good learning instrument.

3. To state in writing a concept with which you think other people
should be acquainted.

4. To be able to state in writing thiee behavioral objectives which
if a person could perform them - would demonstrate an under-
standing of your concept.

5. To be able to explain in writing the reason for having a pre
and post test.

6. To be able to identify when a person is ready to progress to
the next unit or packet.

7. To be able to score 90% on the post-test.

IF YOU THD"{ YOU CAN PERFORM THE ABOVE OBJECTIVES,
TURN TO THE NEXT PAGE AND TAKE THE PRE-TEST.
IF YOU DON'T THE7K. YOU CAN PERFORM THE TASKS - TURN
TO THE NEXT PAGE, REAL) THE PRE-TEST AND THEN BEGIN
THE PACKET ON PAGE 7
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O

Pre-Test

Write a'short definition of the following terms:

Concept:

Behavioral Objective:

Pre-test:

Post-test: .4

Resource Center:

Independent Study:

2. Why do you think the packet is a good learning instrument?

3. Write below a concept that you think other people should know.

4. Write belov. three behavioral objectives which if a person could
perform them - would demonstrate an understanding of the above
concept.
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Pre-test (continued)

5. Explain the reason for having a pre and post test.

6., Below are two possible situations a person might find himself in
when doing a packet. Explain in writing the next steps you would take.

You have just finished the pre-test.

You have just found that one of your student's score on the post-
test was not satisfactory. What advice would you give him?

When you have completed the pre-test take it to your seminar teacher.

If your teacher checks item number one you, can go on to the next
packet /if item number two is checked then you will go on with This
packet.

(1) Go on to next packet

(2) You are now ready'to begin this packet
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BODY:

You are now ready to begin your first packet. There area few im-
portant ideas that you must remember: (1) follow the directions,
(2) you are responsible for learning, and (3) whenever you need
assistance, see your seminar teacher. Good Luck!

Our first task in this packet is to become familiar with the basic
vocabulary of a packet. You will find below, a list of words and their
definitions that we will use all year. Read them and be sure that you
understand each word. If the explanation is not clear see your
seminar teacher.

1. Concept: Each packet is based on one learnable idea or concept.
All the activities and reading are provided to help you understand the
idea.

2. Behavioral Objectives: Each packet includes behavioral objec-
tives or statements telling the student that he will be required to
do to show the teacher and himself that he has understood and learned
the concept. The objectives tell the student, what he will be required
to do.

3. Pre - test: All packets have a pre-test that the student may take.
The pre -test enables the student and t:te teacher to determine whether
or not 'the student already understands the concept to be covered. If
the student already understands- the concept- then he would be wa.sting
his time doing the packet. However, if he does not understa.nd the con-
cept, the pre-test serves as a good introduction to the packet.

4. Post-test: Each packet concludes v.ith a post-test which each
student must take. The post-test will always ask you to perform
the objectives that were stated earlier in the packet. Usually each
student must score 90'70 on the test. Ti a student does hot score 90',o
he has not followed the instructions in the packet.

5. Resource Center: The Social Studies Resource Center will con-
thin all the packets, post-test anc: most of the reading materials
needed to complete the packets. Since seminar and large grou-p
times are no used for doing pad: cts you will need to spend mu.ch
of your independent study time reading and working in the ResoUrce
Center.

6. Irieor:-ipnt stucknt at Fer: is has independent study
time. Most of the readin._ts, tapes, filmstrips znd other activities
you will be asked to complete w iii be done during your indepenjent
study time. 180
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Nov that you have read the vocabulary words you will need to under-
stand this year, let's see if you can put some of them to use.

In the spaces provided below state in v..riting three concepts which
you think are impoi-tant. (Remember that a concept is one learn-
able idea. )

1.

Z.

3.

When you have finished, reread the definition of a concept on page
7 . If you think your concepts are correct and acceptable go

on to the next pate. If you are not sure if your concepts are right
see your seminar teacher.

DON'T GIVE UP - STOP AND THINK ALL IN THE PACKET
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The next thing you should understand about the packet is the
"objective."

As you remember for the definition on page 7 of this packet,
an objective tells the student what he will be required to do in order
to demonstrate his understanding of the concept. The objective is
stated in action, words such as: List, Identify, and Compare.

To make sure you understand the objective we would like you to
list below three behavioral objectives which relate to one of your
concepts listed in the previous section.

1.

2

3.

After you have completed writing your objectives, check yours with
the objectives included in this packet on page 4 .

Were yours correct? If not, read the section on objectives located
on page 7 .

IF THEY WERE CORRECT, GO ON TO THE NEXT PAGE.
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We would now like you to reread the definition of a pre-test. When
you have finished, state why you think the pre-test is a good or
bad idea.
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Now that we have reviewed all the aspects of the packet, see if you
can explain what you would do in the following situations.

1. A student has come to you with his completed packet but it is \
identical to another student's and was obviously copied. What would\
you say to him?

2. One of your student's post-test was 1006:0 correct except for one
question, which obviously he had just guessed at. What advice would
you give him?

When you have completed the packet go to the Social Studies Resource
Center and ask for the post-test on the "Packet'' and take the test.
When you have finished return the completed test to the person in
charge of the Resource Center.

GOOD Lli Cii
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POST-TEST

1. Define the following terms as they apply to individual learning
packets.

CONCEPT:

BEI-71AVIORAL OBJECTIVE:

PRE-TEST:

POST-TEST:

RESOURCE CENTER:

INDEPENDENT STUDY:

2. Now that you are about to complete your first packet, how do
you feel about the packet?
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'Post-Test (continued)

Page 13

3. State below a concept you think other people ought to know:

4. State below three objectives which relate to your concept in
question three.

5. How do you think taking both pre and posttests will help you
understand and learn the material v,e are going. to cover this year?

6. If one of your students scored 40';',; on his post-test, v.hat advice
would you give him?
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VIDEO PAPER I
I

OPINIONS ON CREATIVE
LEARNING AND TEACHINGo E. Paul Torrance

Department of Educational
Psychology, University of Ga.

This booklet contains 60 fairly common statements concerning creative learningand teaching. This particular form of the opinionnaire was designed for high schoolteachers and others who work with adolescents. Please answer in terms of your ownpersonal and professional experience.

By using the answer sheet provided, indicate your reaction to each statementby blackening the appropriate column for each statement, using the following key:
1 Strongly agree
2 Agree
3 Undecided
4 Disagree
5 Strongly disagree

*************************************************************************************
1. Students should be rewarded only for giving the correct or best solutions.
2. When a student gets an idea that no one else has thought of he should keepit to himself.

3. Teachers should at times encourage students to think of wild 'ideas.

4. Wild ideas frequently turn into good ones.

5. Some people are naturally born to be better problem solvers than others andthere is nothing teachers can do about,it.

6. Thinking of ideal or dream solutions, even if they sound ridiculous, canlead to useful ideas.

7. Teachers should encourage students to accept the ideas approved by the majorityof the class.

8. Productive, creative thinkers frequently spend time on wild ideas.

9. Teachers should not spend time in class considering ideas that are wrong;it is a waste of time.

10. Most, if not all, really creative and useful ideas come from wild ideas.
11. In teaching, it is more important to help students find out what is wrongwith present solutions than to think of new ones.

12. The creative problem-solving process can be used to improve solutions to justabout any problem.

13. When there is a hard problem to solve, it frequently helps a great deal fora student to present an unusual idea.

14. There are important problems.and gaps in knowledge in every course; studentsjust have to learn to see them.

188



(2)

15. In helping a class solve problems, the most important thing a teachercan do is to help the class figure out what is wrong with the ideas sug-gested.

16. Students find it easy to think of good,
flew ideas when they know how.

1.7. Students should be taught to accept the solutions that the teacher thinksare right.

18. Any high school student can learn how to think of new, useful ideas.
19. Teachers should realize that some students simply cannot become betterthinkers than they are.

t
20. A student who keeps working on a problem that no one else in the class cansolve is stubborn and selfish.

21. It is all right to let students suggest, several answers, but they should betaught that there is usually only one best answer.

22. If someone is not very good at thinking and solving problems by the time hereaches high school, then it is too late.

23. It is not fair for a teacher to give students problems that cannot be solvedby using rules that everyone knows.

24. In solving most problems, it is best not to know too many facts; otherwise111 there will be confusion.

25. It is not fair for a teacher to give students
problems that keep them thinkingof new ideas- in order to solve them.

26. Students can learn to read and do mathematics, but they cannot learn to thinkbetter or get better ideas.

27. If students are not able to solve a problem after a few minutes, the teachershould recognize that it is too hard for the class to solve.

28. Frequently students are fascinated by new ideas, whether or not they havepractical value.

29. Teachers should at times encourage students to work on a problem that theymight not be able to solve.

30. It is not healthy for
a high school student to become enthusiastic about anapparently simple thing.

311 Teachero should at times encourage students to try out a hunch just to seewhat will happen.

32. It is healthy for a student to become "lost to the world" when he getsstarted on an original idea.

33. teachers should never pay much attention in class to "crack-pot" ideas.

34. The presence of a group stimulates
many students to think of original ideas.
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35. Teachers should help young people recognize that it is impbssible to solve
many problems.

III36. It is not healthy for a student to question things that other,people regard
as established facts.

37. Teachers should realize that it is hard for a high school student to work
intently on a problem for more than an hour or two at a time.

38. When a class sets out to solve one problem they may get an idea that leads
them to something else quite worthwhile.

39. It is better to explain a principle or theory to students rather than to
encourage them to .understand it on their own.

40. The unfinished or imperfect usually has greater appeal for students thanthe
completed and the polished.

41. Examinations composed of factual questions are more valid than those re7
quiring organization, interpretation, or creative thinking.

42. It facilitates important learning for students to try to imagine or visualize
things they cannot actually see.

43. High school teachers should make assignments that require original research
work.

44. High school students sometimes get rebellious ideas but as they grow up
they should get over them and settle down.

45. Sometimes students learn a great deal when things are uncertain and unpre-
dictable.

46. Students should be more interested in learning facts than in relating them to
their ideas and previous experiences.

47. Teachers should give high school students assignments which require them to
draw their own conclusions from some data or a body of facts.

48. Most high school students enjoy discussing causes and possible solutions of
social, political, economic, or international problems.

49. Teachers should frequently permit or encourage two students to work on pro-
blems together.

50. Students will work longer on problems in pairs than alone or in regular
classroom groups.

51. Straightforward reasoning is more productive than metaphors and the search
for analogies.

52. Teachers should recognize that the idea of doing research appeals to Most
high school students.

53. In producing useful, really original solutions, the irrational and emotional
is more important than the intellectual and rational. ,
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54. Teachers should encourage students to question the accuracy of statements
made in textbooks or reference books.

55. Students do not enjoy working on a problem unless there is a good posti-
bility of coming out with a clear-cut answer.

56. It is the responsibility of teachers, especially social science teachers,
to help maintain the established order of society.

57. High school students enjoy thinking about problems that challenge the experts.

58. It is essential for learning that a teacher outline in detail what is to be
done and hOw to do it.

59. Students' minds may get so caught up in a new idea that it is almost impos-
sible for them to think of anything else.

60. A teacher should not attempt a class project unless he has a pretty good idea
how it will turn out.

C,
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VIDEO PAPER II

A REVIEW OF SELECTED LITERATURE
ON CLASSROOM CREATIVITY

by

Bruce M. Mitchell
'Associate Professor of Education
Eastern

4V
Washington State College

Research studies referred to in this survey of the literature were

selected by virtue of their relationship to,the study, scientific promi-

nence, and/or as important contributions to, knowledge in the area 9r

creativity. The literature has been arranged into seven topic areas:

(1) defining creativity; (2) creative teaching and the curriculum; (3)

the nature of the creative personality; (4) the creative learning process;

(5) sociological implications of creativity; (6) creativity and school

performance; and (7) the measurement of creativity.

Defining Creativity

One of the most common problems in dealing with the field of creati-

. vity has been the many definitions of the term. The multitude of defini-

tions has made communici,tion within the field of education difficult.

Taylgil has described better than one hundr0d definitions of the term.

The definitions of the term creativity selected by this researcher

cover a wide spectrum of interpretation. Some writers have used the term

_rather loosely, while others have defined a rather tighOramework of

operation. Some were concerned with the psychological process almost

entirely, while others coventrated on the relation between man and his

environment.

Anderson2 referred to theterm creativity in two phases. He set up

the dichotomies of the open system and the closed system. The closed

system has very little emphasis on inventiveness or originality but is

See Footnotes - Page 35
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concerned mainly with acquiring a body of knowledge, memorizing facts, and

finding answers to problems that have already been solved by someone else.

His open system is a system of relationships which stress uniqueness

and originality in the thought processes. The greatest opportunity for

operating or learning in the open system is at the infant stage of develop-
,

ment and preschool years where there are few environmental and curriculum

demands, and almost no systematic teaching. It is at this level that the

most significant learning takes place and creativity flourishes This tym.

of open system permits originality, experimentation, initiative, and Inven-

tion.

In defining creativity further, he indicated that the term has two

parts. Usually it has been thought of in terms of a product, such as a

painting, an invention, or a novel. However, there is also the process of

creativity which exists only in the moment of now.

Yammamoto3 expressed frustration when he was unable to find commonly

accepted definitions of the term. He felt that the reason for which men

could not arrive at conclusions about the term they were feeling was

because of the philosophical differences among the workers in the field.

He considered this the reason rather than the differences in-degree of

sophistication or in the type of technique. The operational frame of

reference was the most important factor in determining what the worker

actually found.

Kubie4 discussed the term within a psychological framework dealing with

his concurrent systems of conscious, preconscious, and unconscious. Man's

greatest flexibility and freedom occurs when continuous interaction occurs

between the three systems.

See Footnotes - Page 35

193

2



To Kubie,5 the unconscious level was the area in which symbols became

disguised and disguising representatives of the unconscious levels of

psychological processes. The process of symbolic funcitoning is latent.

It merely hides and. there is no communication with the pre-conscious. He

felt that the unconscious processes were rigid and fixed. The pre-conscious

was where the acts of creativity occurred, it was at this level that the

symbols underwent a continuous operation of sorting, sifting, analyzing,

and processing. In the canscious,level, the learner deals with knowledge

as realities. Like the unconscious, the conscious is also fixed and rigid.

The process of creativity was described by Guilford:

The creator first makes preparation. That is to say, he
collects information, although he may or may not have a clear
idea of what he is going to produce: He next goes through a
period of incubation during which the great idea to come
undergoes a process of gestation. The big moment of inspira-
tion arrives and the idea is born. To finish the job, the
creator indulges in some self criticism; he evaluates what
he has produced.6

Jackson7 stressed the criteria of unusualness and appropriateness.

The product must stand the test of reality. It must fit the content of

"make sense." He further indicated that the criterion of appropriateness

is continuous and not discrete; exists in degrees. A third criterion was

transformation which involves a radical shift. An example given of this

process was the drastic shift caused by the introduction of the heliocentric

theory of the universe which placed the sun rather than the earth at Au

center of our universe.

A similar approach was taken by MacKinnon8 who characterized creativity,

and statistically infrequent response. He felt that there would also be

an element that would be adaptive to reality and contain "an evalUation of

the original insight together with sustaining and developing it to the full."

See Footnotes - Page 35
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These two definitions of Jackson and MacKinnon both stressed the

importance of the final evaluation process which would bring the creative

product within a workable framework.

Nelson9 pictured creativity differently. She conceptualized it as a

means-end relationshiplahere the creative process is the means and the

individual or creative product the desirable end. She indicated that in this

type of conceptualization, a symbolic relationship was implicit. This was

likened to the manner of.judging the value of a creative endeavor in terms

of it's qualities or characteristics. This approach to judging would

reflect the authors, artists, or scientists' attitude during the process

of creating. in this context, however, originality, spontaneity, and

vision had to characterize both the process and product of creative thinking.

Creative Teaching and the Curriculum

The ASCD 1962 Yearbook Committeel0 discussed ten noncreative influences

which they felt prevented America's schools from encouraging creativity:

1. "A Preoccupation with order. Much of our practice seems to wor-

ship order, categoization. classifying, description and pigeonholing of one

sort or another. Such a preoccupation is likely. to discourage breaking

loose and finding new solutions."

2. "Overvaluing authority, surport, evidence and the 'scientific

method.' Such rigid, tight concepts often permit no question or exploration.

They are by definition, 'so.'"

3. "Exclusive emphasis upon the historical point of view. This seems

to imply that those things that have been discovered in the past are always

good; change or the present is bad."

4. "Various forms of 'cookbook' approaches - 'filling in the blanks,'

See Footnotes - Page 35
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'color the picture correctly' approach. This is an ever-prs.Fent danger

of teaching machines, also, if they permit only 'given' answers."

5. "The essentially solitary approach to learning often emphasized

in some classrooms - creativity is very highly dependent upon communication."

6. "The elimination of self from the classroom."

7. "The school which is ruled almost entirely by adult concepts."

8. "Emphasis upon force, threat, and coercion. The use of 'guilt'

and 'badness' as means of control; also severe forms of punishment, ridicuie

and humiliation. Anything which diminishes the self interferes with openness

and creativity."

9. "The idea that mistakes are sinful and that children are not to be

trusted. Where mistakes are not permitted, there can be no experimentation.

Teachers who fear youngsters and the possibilities that they may get.out of

hand cannot permit the kind of movement and freedom required by creativity."

10. "School organizations which emphasize lock-step approaches, rules

and regulations, managerial and administrative considerations, rather than

human ones."
I

The ASCD 1962 Yearbook Di ommitteell also indicated that the development

IIof creativity was dependent pon the types of school situations created by

teachers and administrators. The Committee felt that creative behavior

often had it's beginning in sheer phantasy. It was up to teachers to make

their classroom a place where brainstorming, imagination, and even day-

dreaming were encouraged. It,was felt that regardless of how fantastic

ideas may seem, they must not be ridiculed.

Belief was also expressed that ideas must be expressed without

fear of threat. This should occur not only in the classroom, but in the

See Footnotes - Page 35
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corridors or the playgrouRd also. Imagination must be tolerated and more

important, encouraged. In short, the school atmosphere should be one

where shcool is thought of as being fun.

The Committee also indicated that maximum opportunities for choice

must be provided. This was deemed necessary if students were to escape a

feeling of threat when confronted with problems they did not feel competent

to cope with. Differences and flexibility should be made possible in order

to' encourage creative behavior.

The ASCD 1962 Yearbook Committee12 felt that teacher attitudes must

be such that an atmosphere for creativity is encouraged in their classrooms.

Teachers must value openness and flexibility, and understand the importance

of individuality and it's development in each child. Learning activities

should be structured through the use of free discussions, open ended questions,

the use of varied sources of information, opportunities to question esta-

Wished theories, and to think critically and challenge beliefs which are

widely accepted. Over-planned activities, page-by-page assignments, and

rigid schedules leave little room for tackling crucial questions through

discussion.

The ASCD 1962 Yearbook Committee13 cautioned that creative teaching was

not easy. It demands a complete reconstruction of learning activities and

methods of classroom operation. The emphases in schools which encourage

creative thinking must be fotused on the child rather than on rigid subject

matter.

While there seemed to be agreement among teachers that qualities of

resourcefulness, critical thinking, and creativity were important to educa-

tion, Margolin14 found that not all teachers were willing to work' with

See Footnotes - Page 35
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pupils who had such qualities. The pupil who tended to be critical

during a discussion was not the kind of pupil who made a teacher's day

easy.

Wolf15 studied the question of the classroom teacher's view of the

creativity concept. The responses of teachers were grouped categorically

according to four manifestations of creativity. In answer to the question

of how teachers viewed the concept of creativity it was found that nearly

50 percent felt that it was a personal characteristic rather than a product

or a process. Sixty percent felt that creative learning experiences as used

in the classroom were the type of experiences which already pervaded the

entire school curriculum. Sixty -seven percent of the teachers felt that

the main reason for employing practices of creative learning experiences

was JD expedite specific learning and/or instruction in the classroom. The

remainder felt that the purpose was more for enjoyment and satisfaction.

When asked their opinion as to the desirable outcomes from creative

learning experiences, Wolf16 found that 33 percent felt that improved socio-

.personal adjustment improvement factors were most important; 30 percent thought

that improved instruction which would facilitate learning was most important;

10 percent'saw the most valuable outcome as being the development of new

vistas for self-expression and use of leisure time; while 14 percent were of

the opinion that the greatest importance was in the realization of personal

satisfaction and a feeling of accomplishment.

Wodtkel7 found that there was less slef-initiated talk in the classroom

on the part of highly creative students than those in the low creativity

categories. Pupils of highly controlling teachers, and the high creative

pupils seemed rore alert. There was no support for the hypothesis that

See Footnotes - Page 35
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highly creative pupils tended to become classroom discipline problems.

The overall findings showed that highly creative youngsters who were in

the classrooms fo teachers with a high degree of control found that they

must curtail their verbal creativity, self-initiated response, and verbal

flexibility.

It was found that the type of student
which teachers and parents con-

ceived of as being ideal, was nothe kind of pupil which might be described
as a creative person. A Getzels and Jackson 18

study found that in a test
of desirable traits in students,

independence in judgment ranked 19th while

being courageious was ranked lower by United States Teachers than by teachers
of any of the six foreign countries for which data was available. These

countries included: Canada, Australia,2.Germany,
Western Samoa, and the

Phillipines.

Research by Torrance 19 revealed ten personality
characteristics of

teachers who were not able to apply five basic principles of classroom opera-
tion which rewarded creative thinking. These personality characteristics
were: authoritarian, defensive, dominated by time, insensitive to their

pupils' intellecutal and emotional needs, intellectually inert, lacking in

energy, preocuppied with the information - giving functions, disinterested

in promoting intelectual curiosity in their pupils, preoccupied with

disciplinary matters, and unwilling to give much of themselves in the

teaching-learning compact.

Torrance
20

conducted another experiment in which 212 first, second,

and third grade children were administered
three product improvement tasks

consisting of improving a nurse's kit, a toy fir truck, and a stuffed dog.

It was found that first grade boys were reticent to suggest changes for the

See Footnotes - Page 35, 36
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nur.,e's kit, while,the girls were similarly reluctant to offer suggestions

for changing the fire truck. However, by the third grade, boys were found
\ ,,

to be clearly superior to girls on the number and quality of ideas for the

change and/or improving of the three toys used in the study.

Finally, at the conclusion of his revised summary report, Torrance21

arrived at a number of conclusions dealing directly with creative teaching:

1. "After an orientation such as that contained in the manual,

Rewarding Creative Thinking, classroom teachers seem to want to reward

creative thinking in their pupils, but many of them are unable to do so

effectively because of their own personality characteristics, their percep-

tions of social expectations, and the like."

2. "In projecting plans for discussing with children their creative

writing, beginning teachers seem to be preoccupied with the critical and

remedial. When encouraged to develop strategies for talking with children

which will encourage growth in creative writing, experienced teachers show

a slight predominance of creative strategies over the critical and remedial."

3. "Teachers participating in inservice training programs for

developing creative thinking, tend not to initiate any more creative activi-

ties than their colleagues under control conditions, but there is a fairly

general tendency for their pupils to show greater growth in creative writing."

4. "Pupils of teachers with strong creative motivations or attitudes

(as measured by appropriate scales on the Personal-Social Motivation Inven-
;,

tory) show significant gains in creative writing over a three-month period,

while those of their less strongly motivated colleagues showed almost no

gain in creative writing under similar conditions during the same period."

5. "Even though teachers may volunteer to carry out Creative thinking

See Footnotes - Page 36
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activities, they tend to be inhibited in doing so if tilt principal is not

involved in the experiment and does not give his direct approval."

6. "The use of creative activities in and of themselves does not seem

to result in growth in creative writing."

7. "Boys and girls in the subcultures studies are rewarded differen-

tially for their creative thinking and this appears to interfere with the

creative development of both boys and girls in certain areas."

8. "Differential rewards for originality versus correctness and for

originality versus fluency produce differential results in the expected

directions."

9. "The type of evaluated practice (criticism and correction,

suggestions of other possibilities, and a combination of criticism and con-

structive possibilities) do net affect performance on similar subsequent

tasks requiring creative problem-solving. Too frequent use of evaluation

during the practice session, regardless of the type, seems to interfere with

subsequent performance on similar tasks."

10. "Unevaluated ('off the record') practice tends to produce greater

originality, elaboration, and sensitivity than evaluated practice in most

instrances, except at the sixth-grade level."

11. "Wehn peer evaluated practice is used, creative evaluation (defects)

tends to be more effective in producing originality, elaboration, sensitivity,

and the like, especially in the fourth, fifth and sixth grades."

12. "Competition in grades one through six produces greater fluency,

flexibility, and originality in creative thinking tasks. Practice and

'warm-up' reduces but does not completely eliminate the advantage achieved

by competition. (This does not include an assessment of other side-effects

of competition.)"



11

13. "If one member of agorup is definitely superior to the others in

creative thinking abilities, he almost always experiences nressures to

reduce his productivity and/or originality and is frequently not given Cre-

dit for the positive contribution he makes to the group's success. The

repertoire of gorup strategies for controlling creative members and of the

counteraction techniques of creative individuals can be identified and used

in characterizing the evaluative conditions of a group."

14. "Homogeneous grouping for tasks requiring creative problem-solving

reduces the social stress, enables less creative members to become more

productive,and increases the enjoyment of members."

15. "More effective teachers in experimental mathematics courses (SMSC)

report more trouble-shooting or hypothesis-making evaluative thinking and

less criticism and praise than their less effective colleagues, effective-

ness being determined by pupils learning as measured by pre- and post-

tests."

16. "Preadolescentchildren in different cultures perceive differently

the pressures of their society on divergent characteristics as shown by

their imaginative stories about animals and persons with divergent characters.

Approximately one-half of them perceive some kind of pressure against diver-

gent characteristics."

17. "Students who read and analyze research creatively in terms of con-

structive possibilities rather than critically in terms of defects subse-

quently develop more original ideas in the area of the content under consi-

deration. This suggests the improtance of the evaluative set one has towards

the knowledge he possesses."
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18. "Different evaluative sets (memory, evaluative, and creative) in

reading course material (Personality Development and Mental Hygiene) leads

to differential performances on different kinds of tests (recognition or

multiple-choice, memory or completion, creative applications, and evaluative

or decision-making), again suggesting the importance of the evaluative atti-

tude toward knowledge in creative writing."

20. "Provisions in honors programs for slef-initiated learning appear

to be increasing while credit being given for self- initiated learning (in a

course in Personality Development and Mental Hygiene) seems to increase

greatly the variability of what is learned and probably of how much is learned.

Most graduate students,though not all, are able to make good use of such

opportunities.

The Importance of EncouraOng Creativity in the Classroom

Eric Fromm22 emphasized the importance of organizing classrooms to

encourage the creative attitude in the children. He saw creativity as "an

attitude toward the self and toward the world in general; a willingness to

accept the novel, unique, fresh, unexplored areas as a challenge, not a

threat." He felt that in order for creativity to flourish it was necessary

fO'children to be puzzled, to accept conflict, to concentrate, and to devleop

the sense of "I as the true center of my world." Fromm's ideas, like those

of Torrance, seemed to indicate a need for much re-organization of classroom

instruction.

An element of threat was suggested in the findings of Eisenmen23 who

indicated that there was a great need for teahcers who could teach creatively,

that is, pef.sons who wouldn't be threatened by students who might disagree

with them. In fact, it was hoped that teachers would welcome such disagree-

ments by creative students who might have the ability to present the teacher

2(i3See Footnotes - Page 36
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with more creative approaches to his subject matter. In tIlis relationship.

it would be possible for mutual enhancement of creativity to occur.

The importance of encouraging students to ask insightful questions

was also mentioned by Eisner24 who,agreed with Eisenmen that ti was

necessary for a classrbom to be fi-ee from threat before creativity could

floUrish and that a classroom which encouraged fear of failure also possessed

a high level of anxiety in students. This high anxiety, diminishedperfor-

mances, expecially in complex tasks. Thus, creativity would be stifled.

Torrance
25

drew a dichotomy between creative teaching and authoritarian

teaching. He indicated ath many things could be taught more effectively

and economically if learned in a creative manner and that many students who

made little progress when taught authoritatively show gains when taught

creatively. He also felt that this sort of classroom instruction could be

effectively applies to teaching school failures and dropouts.

In another article Torrance26 took issue with educators who maintained

that too little is known about creativity to offer any practical suggestions

for ways in which teachers could encourage creativity among students. He

offered six suggestions for encouraging creativity in theclassroom:

1. "Recognizejwiginal, creative works."

2. "Ask questions that require thinking:"

3. "Reduce the discontinuity between elementary and secondary'
schools."

4. "Provide more opportunities for learning in creative ways."

5. "Do something about individual differences."

6. "Develop creative readers."

Creativity in reading and social studies. In a separate study

Torrance
27

determined that there is a significant role for creative think-

See Footnotes - Page 36
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ing in the process of reading. He also demonstrated the importance of

developing creative readers by showing that children could be educated to

a much higher level if teachers would teach them how to utilize their

creative thinking ability in reading.

Mark:,berry
28

felt that it is possible to promote creative behavior

in the social studies. However, before this cna be done, it is first

necessary to place more emphasis on discovery techniques of learning ratherc

than on the traditional repetitive method of fact memorization: To accom-

plish this, a supportive classroom climate is necessary to emphasize both

individual and group exploration and experimentation. This supportive

climate'is one in which ample opportunities for original thinking, problem

solving, and honest appreciation of creative behavior are provided. However,

the author added that creative behavior must have intellectual merit.

Marksberry deemed it necessary for the teacher to recognize and have respect

for various individual differences and unique ways of learning and respond-

ing by their students.

Castelli 29
was in agreement with Marksberry regarding the need for the

teacher to assume a supporting role to students. He found that teachers who

scored high on tests of divergent thinking had a-greater tendency to exhibit

behavior of a supportive nature. Castelli also found that-creative teachers

who he depicted as those scoring high on tests of divergent thinking, seemed

to be more hostile toward their students than the non-creative teachers.

However, they tended to praise arid smile more,. while at the same time blaming

and frowning more. They also seemed to jump from one statement category to

another in their teaching more than the less creative teachers.

Creative counselors and administrators. Along with the need for crea-

tive teachers in the curriculuv.Torrancen discussed the type of counselors

See Footnotes - Page 36
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and administrators needed for guiding and directing the creative talent of

students. He described two types of counselors whidh he felt would not

qualify for counseling highly creative individuals. He believed that a

counselor too engroised with his own creativity might be ineffective in

helping his counselees to,become more creative themselves. This sort of

counselor could edmpleteVy upset the creative thinking ability of :6: coun-

selee. He might demonstrate impulsiveness by his inability to contorl his

responses in counseling interviews. Torrance's second type of counselor was

quite the opposite of his first type. He. would be rigid, constricted, overly

dedicated to method and technique, and lacking in spontaneity. He would

feel the need to repress all his weaknesses. Torrance characterized these

two types as being creative personalities who would be able to work success-

fully with only a very few highly creative individuals.

Torrance
31

also indicated that a counselor of highly creative indi-

viduals should have control of his impulsiveness, but he must also develop

an ability to use his' preconscious, to play, to laugh, to be spontaneous,

and to accept weaknesses in hemslef. He should be able to free himself of

his rigidity while maintaining his slef control, his contact with reality,

his organization, and he should be capable'of exercising cautiousness and

carefulness.

One important quality for counseling with the highly creative indivi-

duals is a large degree of openness. He must have seen perceptive abilities

to truly Communicate with his client. He must also be trained in intuitive

thinking,

Torrance32 described a number of characteristics of the creative

school administrator. He felt that by encouraging certain school practices,

See Footnotes - Page 36
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the school administrator could encourage the development of a climate for

110
creativity within his school:

1. "Lets teachers know that he respects creativity and
creativeAeaching."

2. "Uses some regular system for obtaining teachers' ideas."

3. "Tolerates disagreement with his own ideas."

4. "Encourages experimentation."

5. "Avoids loading teachers with too many extra duties."

6. "Makes it possible to try out new ideas without failure

being 'fatal.'"

7. "Makes school atmosphere an exciting, adventurous one."

8. "Avoids overemphasis on teamwork."

9. "Holds meetings in which ideas are evaluated honestly."

10. "Helps develop sound but exciting ideas from failure

experiences."

11. "Exposes teachers to the creative work of other teachers."

12. "Makes it easy for new teachers to generate new ideas and
stimulate the staff."

13, "Facilitates communication between teachers in his school and

teachers elsewhere working on related problems."

14. "Occasionally questions established concepts and practices."

15. "Carries on continuous programs of long-range planning."

16. "Recognizes and tries to relieve tension when frustration

becomes too severe."

17. "Maintains frequent communication with individual teachers but

lets them make most decisions alone."

Finally, Torrance also indicated five behavior characteristics of a

creative administrator:

1. "He is a man of curiosity and discontent. He is always ask-

ing, 'Why did this happen?' or "ghat would happen if we did

it this way?'"
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2. He is a man of unlimited enthusiasm for his job. He is
restless, intense, strongly motivated -- completely wrapped
up in what he is doing."

3. ."He is a man with the talent of transmitting his enthu-
siasm to his associates. He creates an atmosphere of excite-
ment and urgency."

4. "He is flexible. He keeps an open mind and is willing to
accept and use new information. He listens to new ideas and
does not flatly dismiss' ideas with 'Don't be ridiculous' or 'We
tried that before.'"

5. He is unorthodox and boldly questions conventional ideas.
He is goal-oriented, not method-oriented. He is willing to
Pay the price in physical and mental labor to achieve goals
and is impatient with anything that gets in the way."

Creativity and problem solving. A number of studies have attempted to

determine the relationships between creativity and thinking and/or problem

solving skills. Hutchinson33 studied the changes which occurred in chil-

dren's thought processes when changes and modifications in presentations

of subject matter were used with seventh grade students, some of the find-

ings and conclusions were:

1. "In the typical seventh grade social studies classroom, verbal

responses tend to be found in the cognitive-memory classification. The tra-

ditional class was geared to the students with the high I.Q. By modifying

the procedures of instruction to consider the student as a thinker as well

as a learner, a wider range of responses was elicited. In contrast to the

instruction of the control (traditional) groups, it was found that the

instruction in the experimental groups was more nearly geared to the full

range of mental abilities."

2. "Modification of instructional procedure resulted in better

achievement for the experimental groups over the control groups. Students

were able to experience a wider range of intelleCtual activity while learn-

ing subject matter and at no expense of learning the subject matter."

See Footnotes - Page 36
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3. "Growth on measures of creativity for the experimental groups was

significantly greater than the growth for the control coups on four of

the ten measures, with no significant difference for the other six measures."

4. "Students who measure high on the creativity tests did not have much

of an opportunity to use their creative potential in the typical control

classroom. When the opportunity to be more creative and productive in the

classroom was present; the number of significant correlations increased

two to one in favor of the experimental group. The teacher was the control-

ling factor in determining who responded depending upon how the teacher

perceived the students and to whom the teacher geared the instruction."

5. "There was a positive relationship between mental ability and

creativity. Yet, there were many students who have high mental ability but,

did not produce creatively. Conversely, there were many students who pro-.

duced creatively, but did not necessarily have a high I.Q. Productive

thinking followed a similar pattern."

6. "Boys produced' more creative and productive thinking responses than

girls."

In an experiment conducted with fifth grade students, Reyburn34 inves-

tigated whether divergent thinking ability could be taughtthrough the use

of oral and written language. The data revealed that a training course

was capable of raising the originality and ideational fluency scores above

those expected by practice. The study showed that divergent thinking abili-

ties and creative production could be expected when efforts were made to

achieve this end.

Other findings showed that teacher-growth, as well as student growth,

occurs in terms of tolerance for divergent thinking and creative produttion.

It was also demonstrated that the development of divergent thinking abili-

See Footnotes - Page 36
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ties and creative capabilities could be developed.

Gray35 compared the results of two classes which received instruc-

tion in ninth grade health under two different methods; a problem-solving

approach and a traditional approach. He fund that the problem-solving

approach resulted in more spontaneous class participation and more

interest for students in these classes than those taught under the tradi-

tional method. He also found that the problem-solving approach enabled

students to learn critical thinking and a logical approach to controversial

subjects without detracting from the attainment of factual knowledge. The

same study also pointed out that the use of such a problem-solving approach

required more teacher preparation than was necessary to teach under the

traditional approach.

A similar study was undertaken by Fossei,n36 comparing the effects of

three teaching methodologies on the..development of problem - solving skills

of sixth grade youngsters. It was concluded that students trained in the

use of inductive procedures exhibit'e'd characteristics of effective problem-

solving behavior more often than pupils taught by the deductive method.

Parnes and Meadow37 studied the effects of brainstorming techniques. on'

creative problem-solving. Their findings indicated that instruction in the

use of brainstorming was an effective method for increasing the number of

productive ideas in a creative thinking problem, and that its effectivenesS'

could be increased through the means of extensive training in its use. The

same study also revealed a positive correlation between the quality and

quantity of ideas. They further concluded that many ideas are inhibited

by individuals who have a feel of being censured by others.

General principles of creative teaching. Stone
38

developed the follow-

ing guide of general principles of creativity-in-teaching for use in the

elementarY school social studies program:

See Footnotes - Page,36, 37
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1. "Creative expression has both social and personal significance

and should be fostered in the elementary school."

2. "All Children are capable of creative expression to some degree."

3. "Creativity is a complex process involving a concept of one's

self and relating to one's environment."

4. "Preparation, activity, time, and flexibility of thought aid the

production of a creative product."

5. "Evaluation aids the completion of a creative product."

6. "Children may show differences in both degrees and areas of

creativity."

7. "An adventuring attitude incorporating effort and experience is

characteristic of creative expression

8., 'Imagination is characteristic of creative expression."

9. "The creative teacher stimulates creative expression through his

own attitude and example."

10. "The creative teacher utilizes learning principles to promote-

creative expression."

11. "The creative teacher provides experiences, concepts, and skills

as a basis for creative expression."

12. "The creative teacher values process as well as product."

13. "The creative teacher utilizes problem-solving as a basis for

'further creativity."

The nature'of the Creative Personality

Getzels and Jackson39 conducted a study contrasting the differences

between youngsters with high intelligence quotients and youngsters who scored

high in tests of creativity. They found that both groups tended to rate

personality traits quite similarly with one exception. The high creative

See FootnOtes - Page 37

211



group rated sense of humor second in importance while the high I.Q. grour

rated it last. This study also determined that the high I.Q. group tended

to adapt behavior characteristics which they felt would please the teacher.

The high creative groUp'did not.

Kurtzman40 found that the more intelligent a person is the more crea-

tive he is likely to be. He also found that individuals tended to be more

adventurous and capable of more tolerance for ambiguity than less creative

persons. The more creative individuals tended to be more extroverted and

seemed to exhibit less favorable attitudes toward school.

`The same study pointed out that creative boys seemed more slef-

confident than less creative boys, although girls exhibited no significant

differences in this area. Creative boys were more mature and had higher

peer acceptance than less creative boys. However, the more creative girls

were not well accepted by their classmates.

Willett41 found that creative students had above average intelligence.

He also determined that high intelligence schoresdid not always indicate a

correspondingly high creativity score. The same study showed that high

creatives demonstrated social interest, emotional stability, objectivity,

and success. High creative youngsters had a need to escape the bonds of

conformity and to experiment in creative learning situations. He also con-

cluded that the highly creative individual could be a troublesome element

for the classroom teacher.

However, the study of Wodtke and Wallen42 seemed to contradict these

findings. Results of their research showed little evidence for a number

of generalizations concerning the classroom behavior of the creative child.

High scorers on the Minnesota Tests of Creative Thinking did not indicate

See Footnotes - Page 37
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more objectionable classroom behavior than did low scorers. There was no

evidence to show that high teacher control as opposed to permissiveness had

a differential effect on the behavior of high creative pupils as opposed

to low creative pupils.

Torrance43 found that highly creative children exhibited a strong

desire to move far ahead of their classmates and were consequently quite

willing to tackle difficult tasks. He further found that three characteris-

tics tended to serve as identification factors for highly creative youngsters:

they frequently thought up wild or sill ideas; their ideas were frequently

off the beaten track; and they possessed a rich sense of humor and general

playfulness.

A
Abdel Ghaffar44 found the creative adolescent to be both submissive and

clef-suffteent and either alternately uncontrolled and lax, or self-controlled

and a cting. He was good natured, easy-going, soft hearted, trustful,

adap able, and talkatiye. In addition he was cheerful, serene, quick and

al rt, and exhibited both feminine and masculine interests. Interestingly,

4 feminine creative adolescent had largely masculine interests although

some feminine interests were apparent.

Sex differences were also mentioned by Torrance45 who found that

although girls evidenced a superiority in academic areas, boys are superior

to girls in their ability to think independently, constructively, and

creatively. He indicated that boys tend to become less creative at about'

the fourth grade level.

Yee
46

undertook a study to determine the relationship between creativity

test scores and personal - social adjustment factors. Creative students

of high ability were found to possess a significantly greater sense of

See Footnotes - Page 37
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personal worth and fewer anti-social tendencies than their counterparts

who likewise were of similar creative ability but who possessed relatively

low intellectural potential.

Yee also found no significant differences in personal and social

adjustment when a comparison was made between students of similar low ability

but with varied creative ability. After being exposed to techniques of

creative problem-solving in an instructional program, the twelfth grade

students used in the study improved significantly in social skill and in

their Wiool relations with other children.

This sense of personal worth or self-confidence identified in the

creative individual might serve to explain the findings of Zirbes.47 Her

research indicated that the creative person was not easily defeated because

he could find ways of salvaging even some small measure of success from an

experience which might have been relatively unsuccessful.

Ginsbury
48

found some interesting relationships between high creatives

and their mothers in a study which investigated childhood antecedents of

creative youngsters. It was determined that boys of high creative potential

were closer (but not necessarily more affectionate) to their mothers.

Also, there was a greater freedom of communication between boys of high

creative potential and their mothers than between boys with low creative po-

tential and their mothers.

Daw49 studied the life expectations, vocational needs, and choices of

original thinkers and good elaborators. It was discovered that the loW

creatives had a greater proportion of Catholics among boys and girls. There -

was also a significantly greater proportion of Lutheran girls among the

low creative group.

See Footnotes Page 37
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In the same sutdy among adolescent youngsters, it was found that high

creative boys tended to choose occupations in areas of service, organiza-

tion, general cultural arts and entertainment, while low creative boys

chose jobs in technical areas.

Finally, it was also determined that high creative boys had strong needs

for compenation, moral values, and good employment practices and policies.

Torrance50 expressed concern over the problem of maintaining fantasy

in the lives of children. He indicated that it is important to keep it alive

until the intellectual development of youngsters was such that they could

engage in a souftd type of creative thinking. He indicated that pressures

against the expression of fantasy and imagination in our socieyt tended to

discourage such behavior in children.

The Creative Learning Process

Iloddi51 indicated that too much emphasiS has been placed on whether a

creative act was new, unusual, imaginative, and broke existing precedent.

He felt that more stress should be placed on its measure of value and appro-

priateness. He felt that one important area of consideration should be the

circumstances surrounding the act of creativity. He pointed out that great

creative acts did not always occur in a comfortable environment, and that

many great creative acts in the history of our civilization occurred during

very difficult circumstances. Specifically, he mentioned the work of Van

Gogh, Christ, and Toulouse Lautrec.

Guilford52 identified two elements which he felt were the most relevant

for creative thinking. The first ability was described as divergent-production.

This pertained to the fluency, flexibility, and elaboration of ideas.

Guilford's second element of creative talents was transformation

abilities, where the individual produces new patterns and form by revising

See Footnotes - Page 37
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previous learning. A general characteristic of this group of talents

was a readiness for flexibility. This flexibility would in turn lead-

to reinterpretations and reorganizations. Here, as before, the variety of

transformation abilities depended upon the type of information with which

the person is dealing.

In a discussion of the creative learning process. Taylor
53

suggested

a three-dimensional model. His first two dimensions wer student-centered,

while the third was centered on teacher behaviors, mehtods, nd media.

Taylor's first dimension, the knowledge dimension, concerned the stu-

dent and the subject matter he learns. This dimension concerned the know-

ledge intake rather than the knowledge output of the teacher.

The second dimension involved two psychological processes of learning.

These were identified as the cognitive and memory processes. Taylor felt

that these were receiving the heaviest emphasis in school.

Out of the first two dimensions, dealing with content and processes, a

third dimension evolved., This dimension consisted of the teaching methods

and otherenvironmental factors within the schools which served to implement

the first two dimensions.

Torrance54 saw the first step in the three step process of creativity

as a sensing of a need or deficiency, random exploration and a clarification

of the problem. Following this process a period of preparation involving

reading, discussion, exploring, and formulating possible solutions occurred.

After this step came an analysis of the possible solutions. Arrising from

this process came the birth of an insight, or illusion. The final stage

was the evaluative process through which the most promising solution for

.eventua selection is determined.

See Fbotnotes 7 Page 37
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Osborn55 described a similar creative learning process which he out-

lined in three steps. First came the process of fact-finding, which,

demanded a definition of the problem and the gathering and analysis of

pertinent data.

The second step was idea-finding which involved the production and

development of ideas. In this step, tentative ideas were formulated and

used as possible leads. This step necessitated a process of selecting the

most likely of the resultant ideas, adding others, and re-analyzing them

through a means of modification and combination.

Finally, solution-finding called for final evaluation and adoption.

The evaluative process necessitated testing and verification of the tenta-

tive solutions. The adoptiOn process required a final decision and ulti-

mate implementation of the final solution.

I\ it could be seen that the, steps of the creative learning process of

Torrance and Osborn have several similarities. The ultimate difference

was Osborn's omission of the stage Torrance described as the illumination

where the eureka phenomenon occurred. Osborn also omitted the realization

of a deficiency which was indicated by Torrance as a starting point.

Sociological Implications of Creativity

In a study of divergent thinking abilities of negro and caucasian,

children, Iscoe and Jones56 found that the divergent thinking abilities of

negro children were superior to those^of caucasian children in spite of

the fact that the caucasian subjects obtained significantly higher

intelligence test scores.

This study of five to nine year old children also revealed no main

effects of chronological age on divergen thinking. Their results for both

See Footnotes - Page 38
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negro and caucasian children included positive correlations between conven-

tional I.Q. tests and divergent thinking abilities. These findings sub-

stantiate those of Kurtzman57 who also found a positive correlation between

intelligence and creativity.

Cicirelli58 undertook a study of religious affiliations, socio-economic

status, and creativity using 609 middle-class caucasian sixth graders from

suburban Detroit. He found no significant differences between the creative

ability of Catholic, Protestant, and Jewish sixth graders. High and low

socio-economic groups did not differ significantly on verbal fluency,

flexibility, originality, or verbal elaboration. The high socio-economic

group scored significantly higher than the low socio-economic group on non-

verbal elaboration and on i.Q

Results of this study provide a littlesupport to the belief that

differences in socio-economic status account for differences in creative

achievement correlations.

Lloyd59 indicated that special techniques can be used to'increase or

develop creativity with the culturally deprived. She listed three charac-

teristics of a creative child:

1. "The creative child has developed a way of looking at the

world."

2. The creative child has a strong sense of 'self.'"

3. "The creative child has a soul that soaks up beauty, reacting

violently to it."

While these three characteristics were not intended to constitute a

complete definition of the, creative child, they represented three charac-

teristics which were often overlooked in much of the literature Lloyd

,See Footnotes - Page 38
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included three methods for developing these creative qualities in cul-

turally deprived children:

1. "Give them free - wheeling exploration."

2. "Recreate these explorations through the use of puppet

building and other similar devices."

3. "Varied censory experiences. As hegrows creatively, his

need for language increases."

Yamamoto and others° indicated three findings in a study of intelli-

gence, creative thinking, and sociometric choice of fifth grade students:

1. "Creative thinking as well as intelligence didn't have much

to do with a child's-sociometric status in the classroom"

I

2. "The more creative children did not tend to. show a stronger

tendency to pick friends frbm the opposite sex more than the low creative

group."

3. "Creative thinking apparently was not associated with the socio-

metric status of the students."

In a second study of fifth graders, Sitkei61 found a negative rela-

tionship between creativity and conformity to group norms. However , there

was a sligh. indication of differential conformity behavior between children

of different creativity levels. The suggestion followed that creative

thinking as currently measured was not so close a correlate of social con-

formity as haebeen generally believed.

Creativity and School Performance

Neufeld62 administered the Southern California Tests of Creative

Thinking ability to eighth graders. His research was concerned with the

relationships between creative thinking ability and academic achievement.

See Footnotes - Page 38
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There was a significant relation between intelligence and all creative

thinking abilities for both males and females. It was also determined

that a significant correlation existed between creative thinking ability

and achievement variables. Further, the correlations were highest within

the make. group.

Gilbert's63 findings agreed with Neufeld. Not only-did high creatives

perform better than low creatives on intelligence tests, but the high

creatives performed better on tasks of critical thinking than the less

creative group.

There was also a parallel between the steps involved in critical think-

ing and creativity. -However, it was found that high creatives did not fare

as well in getting-grades and were less frequently assigned to honors

classes.

Jacobson
641

found that there was a low correlation between scores achieved

on Guilford's tests of creative thinking ability and measures of school per-

formance for ado1estent youngsters.

The subjects' grades seemed to reflect citizenship and other qualities

in addition to achievement in subject areas. Jacobson determined that pre-

sent curriculums didn't require appreciable use of creative thinking abilities.

This was found to be especially true for children with,high I.Q.'s.

In a study of 192 junior high school students, Clark65 found that stu-

dents who scored high on divergent thinking variables had higher word

fluency and reading scores than subjects classified as low divergent thinkers.

On a biographical form, high-convergent thinkers indicated that they

received higher grades and had less trouble with their school work than the

low-scoring group. Clark also found that the high-convergent thinking

group had parents who exhibited more interest in college than the lower

See Footnotes - Page` 38 2120



30

scoring group.

Harper66 found that high creative adolescent subjects performed sig-

nificantly higher-in total critical thinking, academic aptitude, and abstract

thinking abilities. Intelligence exerted a strong influence upon perfor-

mance on tests of critical thinking, academic aptitude, abstract thinking,.

and earning of grades.

From these two findings intelligence seemed to be a more important

factor: in obtaining grades than high creative ability. Harper's study sug-

gested that in order to score well on tests of creativity and measures of

divergent thinking, it was also necessary to perform well on tests of

intelligence.

Measurement of Creativity

According to Builford67 Galton's studies of geniuses constituted the

first attempt to understand the hereditary determination of creative perfor-

mances. HoWever, no attempt was made to understand the mental processes

through which these creative productions were achieved.

Early successful tests of intelligence, from Binet to Terman and others,

were primarily aimed at the prediction of achievement of elementary children.

In evaluating achievement, little attention was given to self-initiated

ideas.

One of the most widely used tests of creativity was the Minnesota Test

of Creative Thinking developed by E. Paul Torrance and his associates at

the Bureau of Educational Research of the University of Minnesota.68 Torrance

searched for an instrument which could be used from kindergarten through

graduate school. Until 1966, this instrument constituted the only one of

its kind in the country which could be used to measure creative thinking

See Footnotes - Page 38
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ability of elementary school children in a group setting.

In 1951, Torrance utilized certain materials from the Guilford tests,

including the following tasks: unusual uses, impossibilities, conse-

quences, pro.blem situations, improvement, and problems. The ,Minnesota

adaptations consisted of substituting objects or situations which would be

more familiar to an elementary school youngster. Children were encouraged

to think of unusual uses for objects like tin cans or cardboard boxes.

They, were asked to imagine all the things that might happen', if animals and

birds could speak the language of men or if cl6uds had strings attached

which hung down to earth. The Guilford test asked the question, "What

would happen if all national and local laws were suddenly abolished?" 69

The Minnesota Bureau' developed several other types of tasks. An

attempt was made to structure tasks which would follow the design of..the

creative process, each requiring several types of thinking. This approach

was a departure from Guilford's emphasis on predictor measures representing

single factors.70

A concerted effort was also made to develop tasks which aroused the

curiosity and interest of the subject and allowed him to become completFly

absorbed in his task, which Torrance felt was an important process of

creative thinking.71

Studies undertaken at the secondary level were made by Getzels and

Jackson.72 They attempted to develop and contrast the characteristics of

youngsters with high creative abilities and high intelligence quotients.

Their tests of creativity involved a battery which dealt with the subject's

ability to deal with verbal and numerical symbol systems and object-space

relationships.

See Footnotes - Page 38

222

31



32

It was found that some very intricate and unusual problems arose in

the scoring procedures used. ,Getzels and Jackson discovered that the

choice between subjective and objective measurement was of great impor-

tance. The problem was how to adequately grade the richness and uniqueness

of the subject's response without sacrificing any of the scoring reliability.

Their attempt to maintain a good balance between the objective and subjective

methods led to the development of an elaborate and time-consuming procedure

of scoring.73

The Getzels and Jackson battery consisted of the following sections:

word association test, uses test, hidden shapes test, '-fables test, make-up

0 problems test, do you agree test, personal opinion questionnaire, descriptive

words test, California Test of Personality, and indirect sentence completion.74

Barron's Measurement of Ori_ginality75 was composed of eight tests which

were all free- response tests. The subject was not presented with any alter-

native. Instead, hehad to devise his own ways of solving the problems,

seeing the blots, interpreting the pictures, or putting together the words

or letters.

The eight sections of the Barron battery included: unusual uses,

consequences B., plot titles.B., Rorshach 0. Thematic Apperception Test,

originality rating, anagrams, the Barron Word Rearrangement Test: Originality

rating, and the Barron Movement-Threshold Inkblots. Interrater agreement for

these night sections-ranged from .43 on the plot titls B and the Barron

Movement-Threshold Inkblots to a high of.77 on the unusual uses section.76

One of the newest group tests of creativity was developed by Risser

and Metfessel. 77 The authors needed a test which would constitute a culture

free instrument for measuring disadvantaged youngsters. They suggested

See Footnotes - Page 38, 39
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that tests of creativity would be more successful in predicting academic

success in school than traditional intelligence tests.78 They indicated

that intelligence tests had emphasized convergent thinking, or the ability

to ascertain the one right answer. The ability to arrive at new or ori-

ginal answers was emphasized on tests of creativity. They felt that the

measurement of these dievergen thinking abilities was especially important

in owrking with disadvantage youngsters.

The Metfessel-Risser Tests of Creativity were divided into six major

components: sensitivity to problems, fluency of thinking, flexibility

in thinking, originality in thinking, elaboration ability, and redefinition.

A number of tests were developed to measure these six abilities.

Risser79 later completed research which proved his theory that indi-

vidual tests of creativity were more culture fair than traditional intelli-

gence tests. His findings sh9wed items in tests of creativity were not

'dependent upon a certain cultural background.

Adams8° discovered a degree of significance pertaining to the condi-

tions under which tests of divergen thinking were administered. Subjects

were given tests under three different atmospheres. He found that the

degree of spontaneous flexibility evidenced was influenced by the experimental

environment atmospheres. The highest degree of divergent thinking was

attained under an openly receiptive, non-competitive atmosphere.

Summary

In summarizing the Review of Selected Literature, the following

generalizations can be drawn:

1. Rigidity and inflexibility on the part of teachers is a deterrent

to the development of creative thinking abilities in children.

See Footnotes - Page 39
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2. Imagination and divergent production must be tolerated and

encouraged in order to devleop the creative thinking aiblities of children.

3. A child centered approach emphasizing problem-solving and dis-

covery techniques, as opposed to over-emphasis on subject matter is important

in the development of creative thinking ability.

4. One of the chief characteristics of creative students is their

love of humor.

5. School principals must be interested in establishing a climate for

creativity so that teachers can successfully carry out creative thinking

activities in their classrooms.

6. In order for creative thinking to flourish, there must be a lack

of threatening classroom atmospheres.

.7. A supportive classroom climate which provides opportunities for

original thinking, problem-solving, and honest appreciation for creative

behavior, is necessary for creative thinking to flourish.

8. In order for children to score high on tests of creativity,above

average intelligence is required. However, high intelligence does not

automatically result in correspondingly high scores on tests of creativity.

9. Because highly creative children demonstrate a sense of self-

confidence and personal worth, they are not easily defeated.
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VIDEO PIPER III

CREATIVITY IND EDUCATION

Harold H. Anderson
Research Professor of Psychology

Michigan State University

I shall examine two systems of aucation in an attempt to demonstratethe role of each in producing creative. persons.

THE OPEN /ND TRE CLOSED SYSTEM IN EDUCATION

The Open System - The Open System is a stimulating system of relationships
which accepts uniqueness in perception' and in thinking. Familiar examplesof the Open System in education are fount] in the seminar, the class dis-cussion, the term paper, the original experiment, or student project.

These are examples found at different levels in'the educational program.The greatest opportunity for learning in the Open System, however, is
found in infancy and the preschool years when there are few environmental
demands, no curriculum, and little systematic teaching. It is at this
period of no curriculum 'and little pressure that the greatest and most ra-
pid learning takes place and that creativity is most universally manifest.
The Open System permits originality, experimentation, initiative, and
invention; it constitutes the propitous environment for creativity.

2. The Impersonal Closed System - In education the Closed System is concerned
very little with originality or invention by the student. It is concerned
mainly with acquiring a body of knowledge, memorizing of facts, and find-
ing answers to problems--all of which are already known to someone else.

S

The Educational Curriculum - In education the Closed System is con-
cerned with the memorizing of facts, formulas, and beliefs and the
acquiring and, storing of information. The information may be highly
verified scientific findings, or it may represent bias, prejudice,
superstition, or grossly false reports.

I am not betlittling the multiplication tables nor the desirability of
learning facts, because these are the tools of thinking and of caniui-
nicating. They are means to an end.

In the Closed System of education the student has only to learn what
his fOrebears have already diseovered or agreed upon. He learns what
someone else thinks is right or wrong, to follow directions, and do
what he is told. Unfortunately for most of us that is where our
school learning stopped. Tt is, however, the system by which the
heritage of the race is preserved -- including the sorting, classifying,
and cataloging of attics full of useless, unlovely, and undiscardecl
psychic antiques.

b. Fixed-Answer Problem Solving - In the Closed System of education, the
problems have fixed answers. That is, the answers are in the back of
the book; they have been agreed, upon by the culture, or they are found
in the teacher's head or in the program of the teaching machine.
Closed System education requires a kind of learning common to chemis-
try, physics, and mathematics, but is found in all subject matter areas.

231



-2-

Psychological Laboratory Studies in Learning - Almost all of our tra-
ditions and psyChological theories about learning and problem solving
have been obtained from :fixed-answer." or closed-system experiments.
Rewards and punishments and "avoidance learning" in animals or in
humans have defined goals and patterns of research design set in ad-
vance by the experimenter. They are excellent for the kind of obe-
dience learning so important in dog training. But they do not produce
the open system creativity found in humming a new tune, writing a poem,
or making a scientific invention.

It is yet unknown to what extent the closed system learning theories of
the animal laboratory can be applied to the purposes of general educa-
tion. It is certainly unknown to what extent closed-system conformity
(reinforcement) learning of the psychological laboratory can be applied,
ii at all, to the creative process in human behavior or tosbpen syst:e.lm
learning. Psychologists know practically nothing about open system
learning.

d. Intelligence Testing - Mental testing is another area of psychological
activity which reveals the.wide extent of the Closed System. Practi=
cally all intelligence, ability, and achievement tests represent closed
system performance. In these tests the ideal performance is conformity
of desirable or,even of usual behavior. We are just beginning to dis-
cover the meaning and the limitations of the Closed System in cur past
endeavors in psychological testing. For 20 years, we have known that
there is something beyond an IQ of 140 that is important for producti-
vity. But, for 20 years, we have known that it is not additional IQ
points that make the difference. Creativity adds little to the child's
IQ score. In Termanis genetic studies of "genius," the subjects were
selected on the basis of their performance on closed system "normative"
tests with answers in the back of the test manual. In retrospect, it
is not surprising that the children in Terman's study, while developing
into intellectually competent adults, have not distinguished themselves,
by their great originality in the arts and sciences. These "geniuses"
were selected not on the basis of a demonstrated originality or unique-
ness in their responses but on the basis of their swift and superior
conformity in cultural norms.

e. Normative Individual Differences - Certain other limitations in classi-
fying students were not apparent in the early stages of the testing
movement. Creativity, uniqueness, invention could not be treated within
the conventional Closed System of statistical techniques. For example,
the concept of individual differences became submerged in the normative
treatment of testing programs that produced central tendencies and
correlations.

The research goal of the early testing movement was, however, primarily
correlation and prediction. But only similarities can be correlated,
and only the defined can be predicted. The uniqueness, which can neither
be predicted nor defined in advance, and which is a necessary evidence
of creativity, has been generally ignored or discarded by the statisti-,
cians and the testers. Only recently have there been efforts to capture'
and assess in test responses qualities of originality which for 40 years
have been discarded.
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f. Projective Tests - The spontaneous outburst of "projective" testing -of fhe 100's and 1940's was an effort to break out of the closed
system method of "scientific evaluation" and to cane closer to theoriginality of hidden truths in the unconscious. By the 1950's wecould see that to assess an individual is alSo to assess his inter-'acting both with accepting any. with threatening persons. Projectivetests were a discovery of a means of inducing symbolic coMMunicationin otherwise threatening situations. To discover the hidden truthsof the unconscious is to open a closed system of defenses which theperson has erected against a threatening environment of tabus, quiltand derision. Projective tests permit the unconscious in symbolicways to come nearer to the conscious, to cane into the open.

The Problem of Motivation - If the closed system of eduCation can-Fi-iCecinavaiinglable to the student a record of man's past
experience, achievements, or agreements, educators would have fewproblems of motivation. Small children are curious investigators,
open minded and adventuresome, interested in practically everythingthat touches their five senses. There is no problem ofmotivatingsmall children. When the child goes to school, however, he encountersa curriculum which includes certain social pressures for him to learn,all of which have been set up by someone else. If we were to ask onequestion about motivation, it would be: What have the persons in the tchild's environment done to him to make the record of the past dis-
tasteful to him? Problems of motivation in education are probablyrelated to the pervading presence in our educational institutions of
environmental demands and expectations buttressed by force, threats,social pressures that constitute another kind of closed system whichI shall mention next.

g

3. The Personal Closed System - The Closed System of man's past experience
- which I have described above is an impersonal Closed System. The past doesnot react, or respond, or interact with man. The past can inspire man orcause him to pause in. o -r, but all diggers are the same to the dinosaur'sbones. There is-no motivation in the dinosaur's bones. The person-to-thingrelating is of a different order than the,persdn-to-person relating.

Person-to-person relating is of two directional orders: The open System in-which one individual both stimulates another and accepts another - whichpermits the other to go beyond himself and at the Same time to be himself
in interacting, to be unique, honest, and most important, creative. Theorder is also directional but opposite to the Open System in that one indi-
vidual tends to restrict the expression of uniqueness, to obstruct or
inhibit the creative interaction. Through domination, one person exerts
power over another, or through usurpation puts himself in the place of
another, and does his thinking and directs his acting. In both doMination
and usurpation there is force, threat, or the symbolic expressions of
force in Shame, guilt,.and other techniques for the stifling of individual
differences and for producing conformity. This personal domination and
its symbolic expressions is the antithesis of love. It is so widespread in
the history of man'as to have led others more recently to, classify it as a
psychic plague analogous to the physicist's enthropy, which, according tothe second law of thermodynamics, operates only in a closed system as a
degrading of the quality of energy over time.
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'The history of the 'Social evolution of man is a record of man's efforts
to break out of a personally Closed System of domination and usurpation
and advance into the greater freeecm of an Open System with correspondingly
greater respect for the individual. Differences between the personally
Open System and the personally Closed System are found in extreme forms in
the'contrast of debocracy versus cictatorship, of freedom versus slavery.
Milestones along the path of civiAzation in controlling this plague of
treating man as a thing, of using force and authority to .usurp the creative
prerogatives of man, are seen in the Magna Carta, in the Declaration of
Independence, and in the SupreMe Court decision - on integration of races
in the schools. It is seen also in revolts against colonialism in the Far
East and in Africa.

The education program has inherited the biases, fears, and anxieties of
parents who are afraid to permit children to think and act for themselves.
What is the meaning of compulsory attendance4vof required courses, of core
curricula, of specific assignments, of examinations, rewards, trophies,
prizes, "honor" societies, failures, and punishment except as expressions of
control? The use of power over a student is first an expression of lack of
respect or of confidence in the person over wham it is used. It in turn
becomes a source of anxiety in the student, an inciter of defenses, and hence
a degrading of the quality of behavior of which the student is capable.
The predicted outcome of this cultural domination is less of "motivation"
and revolt, or conformity, submiSsion, and psychic atrophy.
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THE MEANING OF CREATIVITY.

When we discuss creativity in education, everything we say must be inter-preted in a context of relativity. There are no absolutes except 'by definition.Superlatives are expressions of poetic license, artistic exaggerations, carica-tures to emphasize a point.

It is axiomatic that creativity must represent the emergence of an original,something unique. If we can accept this axiom, let us examine several proposi-tions about creativity.

1. Creativity as Product and as Process - Traditionally, creativity is asso-ciated with a painting, a piece of sculpture, a sonnet, an invention, a pro-duct that can be seen, studied, enjoyed. The product, however, took time toproduce; it did not happen all at once. In the conception and the makingof the product, there have been several attempts and failures, transitions,and revisions. Creativity must be thought of as a process of planning,
experiencing, acting by the person who is creating the product.

The finished tangible product of creativity has been given greater atten-tion than the obscure process leading to it. The process is often unver-balized, even by the person himslef, and therefore uncommunicated to others.We are, neVertheless, concerned here with creativity as a developmental pro-
cess fran infancy throughout the entire life span.

2. The Process of Creativity Exists Only in the Moment of Now - One can define

111
.or describe the Mona Lisa ohry'afEer it 'has been painted. The product ofcreativity is not predictable. The product is not even definable or
describable until the student, the author, the artist, or someone else canlook back on a process that, as far as this product is concerned, has been
interrupted, stopped, fixed, closed.

The product exists only in the closed past; the process only in the open
instantaneous moment of now. The process is the flow of the "totality"
of the person between the historic past and the unknown, unpredicted, and
unpredictable future.

3. The Product of Creativity Exists Only in the Past - The products of the
sciences and the arts not only belong to tge past; they take on the charac-
teristics of the crystalized Closed System of the past. The product of past
experiences has a static, unchanging immobility. It is rarely that from the
product one can infer or imagine the process, the struggle, the imagination,
frustrations, endurance that went into the product. Hemingway succeeded in
an extraordinary way in presenting vividly and understandable the successivemoments of now in the story of the Old Man and the Sea. But he has not toldus of his successive moments of now in conceiving and writing this exquisitetale. In fact, it may be one of the illusions by which we presume to judge
the quality of greatness that the product is so stripped of nonessentials
and irrelevancies that it seems in its simplicity to have come without effort.

4. Creativity, however, is based upon an awareness of the past. The reports of
creative persons rather consistently imply that the process that produces a
novel product is based on wide and deep knowledge and experience, in addition
to skills, persistence, and hard work.
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The past, however, contains answers only to problems of the past. Attemptsto apply the answers of the past to the problems of the present producesterotypes. "Answers" to the problems of the present are dei-ived fromreorganization of experience by a human being from his awareness of thepast; but the answer is invented by the individual person interacting spon-taneously and creatively with his present environment. The moment of in-vention is now; it is the spontaneous, truthful expression of a personinteracting with his environment. With a richer awareness of the experienceof the past the person can presunably act more fully.

5. Creativity as a Quality of Protoplasm - In biology each cell IS unique, aspecial and individualistic organization of matter. No-one nas found twobiological cells identical; no one expects to. A biological cell - life -is the emergence of an original.

In evolution, as cells "learned" to interact in a mutually harmonious way,they became specialized
in structure and in function. Over millions of yearsthe process of organization of matter has continued., producing differentvarieties of differentiation (specialization) and integration (harmoniouSinteraction in a unity of purpose). As far as they can make comparisons,physiologists say that the human organism has the highest degree of-differen-tiation and the highest levels of integration of cells yet brought forth inthe process of evolution.

These aggregate of cells called humans are also Unique. Each human is anoriginal. As an individual
interacting with other humans in his environmenthe is moV4nR,Axowing,

changing, flowing uniqueness. As is true for hiscells, the individuality of his total organization and the harmony of purposeor the integration with other humans are basic necessities for his optimumdevelopment.

6. Creativit as Harmonious Interact (Sociall In -irative Behavior) -Uniqueness or ivi . ity is not enoug to escr - process of creati-vity. The person does not live in a vacuum. Life, itself, is an OpenSystem and one cannot live fully without a harmonious or integrative inter-acting with his environment. Creativity as an unfolding or flowing ofindividual differences presupposes an individual in a propitious environment.Creativity is not found in the-person as such. We know that in certain."situations one is stimulated and feels more free to be himself - in othersituations he feels threatened, inhibited, and becomes cautious or evenafraid to express his ideas. Life is ,a process of interacting: it is crea-tive:to the extent that the interacting is harmonious. Persons in theenfironment can facilitate or retard the interacting, To the extent thatthis interacting is threatening or lacking in harmony, one becomes defensiveand to this extent ladking in the expression of originality.
7. Creativity as a Develovmental Process

- The infant starts life in a rela-tively Open System of interacting and of freedom of interplay with hisenvironment. As he develops in ability to communicate and to extend hismobility, the environment of persons begins to close in on him. The childencounters a complicated system of environmental
demands, tabus, socializ-imj and acculturating processes. These early requirements for conformityare climaxed by a school curriculum which also is mostly Closed Systemlearning and from which there is no escape.
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The environments of most children do not stimulate nor even permit the
continuing process of development in creativity.

It is not surprising that in early childhood creativity is universal and
that among adults it is almost nonexistent.

8. Range of activities included under creavity viewed in terms
of the above propositions is to be found in everyone and at all ages. It
then follows that the range of activities to be included under creativity
would be very wide indeed. The cpestjon will occur to some whether the
concept of creativity thus becomes so general as to have lost its meaning.

No one'asks'whether learning at any age or at any level or in any medium
is so general as to have lost its meaning. Creativity as process is impor-
tant not because the product of each moment is such a gem but because the
process*is the essense of life itself.'

9. The Unconscious, The Truth Within the Self - No one knows where or haw the
unconscious develops in the human infant. The concept of the unconscious
as developed by Freud is today being re-examined to make it consistent with
assumptions that the basic, primary things in the universe are positive
and directional: lOveYlife, growth, communication, harmony, evolution,
and progressing intergration with the cosmos.

Reports of adults, of poets, scientists, artists indicate that conscious-
ness by itself does not seen to be able to produce things of beauty, truth,
and harmony, or at least not to do it so well as when one can draw on the
so-called depths of the unconscious, the truth within the self.

The conscious and cultural world of the adult and of the child is intolerant
of truth and beauty as the person himself sees it. The person is thus
obliged to behave in restricted and symbolic ways, revealing only so much
of himself as it is safe to reveal. The guality,of one's symbolic behavior
is degraded to. the extent of the necessity to cloak and disguise it in the
double talk which a judging, evaluating, and dominating culture requires..
The remainder of his conscious behavior is a camouflage or veneer which
every adult has learned very early and painfully as a child but very.well
in the "socializing" process.

The inspired moments reported by creative adults as caning in the night,
on a walk alohe, or in the early morning hours seem to be moments when the
person can more easily cast off the trappings of sham, the irrelevancies of
the culture, with which he is obliged to live and which color his conscious
thinking. It is at these rare, inspired moments of unity, harmony, and
security in his interacting with the universe that one senses his origi-
nality, lives consciously with his unconscious, becomes creative.

To live creatively is to live truthfully. It is to live truthfully as one
himself sees the truth. To live merely according to the truth as anyone
but himself sees the truth is not creativity, but conformity.
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VIDEO PAPER IV

TWENTY-SIX CORRELATES OF CREATIVE BEHAVIOR WITH. EXAMPLES OF
CLASSROOM PROCESSES TOWARDS THEIR DEVELOPMENT

PROJECT POTENTIAL

N.S. Metfessel, Ph.D., Mildred Murry, M.S., and J.T. Foster, M.S.

1. lerance for Ambiguity

a. Definition: Feeling comfortable when faced by a complex social
issue having opposed principles intermingled, as deviation from
a standard or acceptance of a state of affairs capable of
alternate outcomes.

b. Classroom Application:

. Exercises where 'rewards go to those keeping a problem "open"
by resisting attempts by others for premature "closure."

. Developing a willingness to tolerate a calculated degree of
humor--foolishness, absurdity, incongruity, exaggeration,
satire, irony.

. Realizing that all that is unproven is not necessarily wrong.

. Regarding creativity as a process in which there may or may
not be a tangible product.

. Avoiding forced, set patterns.

. Respecting "differentness."

2. Self-Sufficiency

a. Definition: Knowing the self as an individual that has ade-
quacy and capability of qualification, skill, and efficiency.

b. Classroom Application:

. Opportunities for individual pupils to design, carry out, and
evaluate their own activities.

. Dispensing the sense of awe of masterpieces.
. Encouraging self-respect and trust in self.
. Accepting aloneness as a vital part of living that is comple-
mentary to togetherness.

3. Independence in Making Judgments

a. Definition: A personal, critical assessment and appraisal
of alternative variables which allows an individual at any
given point in time to be a "minority of one."

b. Classroom Application:

. Activities which demonstrate sometimes negative influence of

411
group consensus or pressure, especially as developed against
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people who were "right" and resisted these pressures even
though they were a "minority of one."

. Helping the pupil to perceive and to define the problem
correctly by keeping a balance between: (1) time and timeli-
ness, (2) orderliness and logical thinking, (3) respect for
authority and maintenance of self-respect and individuality,
(4) responsibility to the group and the teacher and responsi-
bility to himself ("to thine own self be true... "), (5) infor-
mation and information-getting skills.

COPYRIGHT
BY NEWTON S. METFESSEL 1965
ALL RIGHTS RESERVED

4. Self-Assertiveness (With Self-Acceptance)

a. Definition: Havingan attitude toward one's self and one's
personal qualities that finds them of unique worth--an
objective and unemotional recognition of one's abilities and
limitations without undue sense of pride, guilt, or self-blame.

b. Classroom Application:

. Situations which allow one person to initiate an idea which
is carried out by others under the leadership of the initiator.

. Capitalizing on the pupil's potential for self-direction
by testing through application the hardware of thinking- -
knowledge and intellectual technique.

. Recognizing that same pupil bahavior which may be most irritating
arises out of pupils' struggling attempt to reconcile opposites
in their nature and to tolerate large quantities of tension
as they strive for a creative solution to difficult problems
which they have set for themselves. (MacKinnon, 1960)

5. Risk-Taking Orientation

a. Definition: Taking a chance 'of encountering failure, hazard,
or peril or exposure to such a chance.

b. Classroom Application:

. Assignments in which the importance of the right-to-fail
is demonstrable.

. Exercising controls until skills are adequate, then permitting
wide testing of limits. (Torrance, 1964)

. Encouraging guessing that is followed by confirmation.

. Capitalizing on pupils's natural curiosity.

. Helping pupils channel their high level of :rgy into inde-
pendent projects so that pupils can better to reach the
high goals of achievement which they set for themselves.
(Ventura County Schools, 1962)

6. Constructive Non-Conformity as a Way of Life
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a. Definition: Situations in which_ the pupil makes positive
contributions though behavior does not correspond to a recog-
nized pattern or standard.

b. Classroom Application:

. Practices which demonstrate the difference between non-
conformity per se (just being "different") and constructive
non-conformity.

. Putting aside or rejecting conventional and superficial
explanations of :henomenon (part of Einstein's genious was
his inability to understand the obvious).

. Encouraging self-initiated learning with rewards for unique
achievement and not for conforming achievement only. (Guilford,
1960)

. Pupils learning to question answers as well as to answer
questions. (Guilford, 1960)

. Respecting the right of each person to develop in his own
unique way, so long as his conduct is socially tolerable.
(Guilford, 1960)

. Having a continuum of rewarding creative thinking in order for
it not to be stifled. (Guilford, 1960)

. Using problem solving in connection with behavioral informa-
tion.

. Realizing that a creative person may have an atypical concept
of adjustment, namely to adjust the environment rather than
to adjust to the environment. (Ventura County Schools, 1962)

. Accepting the dignity and worth of these individuals by
helping them to accept themselves, especially their gifted-
ness. (Torrance, 1964)

. De-emphasizing group participation with its demands for con-
formity and provide maximum opportunity for the able pupil
to work out his own interests.

7. An Intellectual Set*Towards Alternative Answers and Solutions

a. Definition: Serial behavior in which one type of response
having been made to a stimulus a certain number of times shifts
to another response existing, occurring, or performing so as
to succeed in turn, first one then the other.

b. Classroom Application:

. Procedures which positively reinforce those who question simple
answers to complex problems and who deal, where appropriate,
in multiple-causation models.

. Helping pupils to improve their ability to ask better questions
by making good guesses about what the possible answers might
be, (Torrance, 1960)

. Encouraging spontaneity as well as a series of logical problem
solving techniques.

. Discovering the unexpected when seeking for something else.
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. Realizing that conflict can be an opportunity for creative
thinking--how we can improve upon the situation, hence resolve
differences, or accept an alternate outcome? (Ventura County
Schools, 1962)

8. Enhancing Interactiveness

a. Definition: Intensifying mutual or reciprocal influence between
two or more people whereby the behavior of one is stimulus to
the behavior of the other.

b. Classroom Application:

. Dynamics which indicate that too much conformity robs one
of individuality and that,too much individuality robs one
of the benefits to be gained by continued interaction with
others.

. Being active rather than inert, creating as well as reacting.

. Encouraging varied types of competition. (Torrance, 1964)

. Having group discussions wherein some pupils help by setting
the stage while others make crucial leaps ahead by not slavishly
following the discussion, but later re-entering the discussion
to send it down new, fresh routes. (Ventura County Schools,
1962)

. Devoting considerable teacher time to information interaction
with one or two students at a time.

. Avoiding conditions which produce fear of criticism which are
likely to inhibit the individual's expression of creative
ideas. (Ventura County Schools; 1962)

9. Fluency (Group Oriented)

a. Definition: Facility with which ideas are called out of
memory storage for use in new situations. (Guilford, 1960)

b. Classroom Application:

Wor&Fluency--ability to think of words rapidly, each word
satisfying the same letter requirements. (Guilford, mimeo)
. List words containing the letters "f" and "g."
Ideational Fluency--ability to generate a quantity of ideas- -
associated with impulsivity, self-confidence, ascendance, appre-
ciation of originality, and inclination away from neuroticism--
ability to list rapidly meaningfl words or ideas in a specified
category to meet meaningful requirements.

. Listing objects that are solid, white, and edible.

. Brainstorming first a list of problems and then a list of
suggested solutions--criticism must be withheld until later
(judgment is ruled out in the idea producing stage); the
wilder the idea the better as it is easier to tame down than to
think up (free-wheeling is welcomed); the greater the number
of ideas, the more the likelihood of winners (quantity is
wanted); in addition to contributing ideas of their own,
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participants should suggest how ideas of others can be joinedinto still another idea (combination and improvements aresought).
Associational Fluency--pertains to the completion of relationships,in distinction from theifactor of ideational fluency whichinvolves giving ideas that fit a class. (Guilford, mimeo-graphed bibliography)
. Listing words that have some relation to a given word
(synonyms, inventing new words, words which communicatefeelins or moods--"squishy"

words).
.Applying thinking by analogy, for example, may have a moregeneral utility.
Expressional Fluency--ability to put words into organizedphrases or sentences.

. Facile construction of sentences as making a four-word
sentence using the initial letterswcen. (Guilford,1960)

. Tasks such as writing of sentences.

. Tasks so broad as to pertain
to organizing ideas into systeMs.. Exercises, for example, in which the group is asked to produceclever titles for a selection read in class, and finally toselect the best title.

10. Fluency (Individually Oriented)

a. Definition: The person who produces ideas rapidly should havean advantage in creativity over the person who producesthem more slowly, providing the average level of'quality ofthe ideas is equal. (Guilford, 1960)

b. Classroom Application:

. Situations which help individuals
increase the flow of ideasby such exercises as listing all the different ways of doingsomething, or uses of an object--within

a given period oftime; quantity of output determines the score providing theresponses are appropriate.

11. Originality (Group Oriented)

a. Definition: The meaning of "originality" has caused somedebate. "In our research and in that of others originalitymeans the production of unusual, far-fetched, remote, or cleverresponses. But there are some who say that an idea is notoriginal or novel unless no human being has ever thought ofit earlier. This conception is worthless io the scientistbecause there is no way of knowing that an idea has never existedbefore . . Fortunately, we can resort
to empirical signs ofnovelty in terms of tits statistical infrequency of a responseamong members of a certain

population that is culturallyrelatively homogeneous." (Guilford, 1962)
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b. Classroom Application;

. Opportunities for becoming aware of the potentially "unusual"
in the pupil's surroundings. An exercise, for example,
in which the group is asked to observe a scene, and then to
write about an unusual aspect of the scene--with increased
point allowances for the extent of unusualness, i.e., how
infrequently other members of the group selected the same
aspect.

. Rewarding original ideas.

. Judging these ideas even though this is difficult because of
lack of existing standard and their very novelty.

. Testing systematically each new idea before passing judgment.

. Providing warm-up experiences as a prelude to the creative act.

. Using humor.

. Keeping the structure of the situation open long enough so
that originality can occur. (Torrance, 1963)

. High originality scores are associated with aesthetic expres-
sion, reflective thinking, tolerance for ambiguity, and little
need for discipline and orderliness. (Guilford, mimeographed
bibliography)

12. Originality (Individually Oriented)

a. Definition: The ability to produce uncommon, remote, or
clever ideas, as on a continuum. When test directions ask the
subject to be more original or creative, he makes higher scores
on originality, but lower scores in ideational fluency; he
also performs more slowly.

b. Classroom Application:

. Practices which require the ability to have unusal or
clever ideas or see relationships between things. An

exercise, for example, in which the pupils are instructed
to use any method other than the obvious one of reading
to or telling the class in making a report--for instance,
dramatizations, quiz session, tape recorders, interviews,

etc.
. Uncommonality is a factor in creative thinking--that means that
any idea which no one else has thought of is uncommon and
therefore might lead to a really new idea. (Ventura County

Schools, 1962)
. Faulty perception of the problem and its requirements may
sometimes lead the person to an effective approach which
he would never have considered if he had in the beginning
seen the problem in its proper way. (Ventura County Schools,

1962)

. Classroom periods of silence.

13. Flexibility

a. Definition: Ability to be free from fixed ideas and habitual
ways of solving problems, ability to strike out in new and

243



7

unexpected directions to achieye novel results. It also means
a change of some kind-ra change in the meaning, interpretation,
or use of something, a change in understanding of the task, a
change of strategy in doing the task, or a change in direction
of thinking, which. may mean a new- interpretation of the goal.
(Guilford, 1960, 1963)

b. Classroom Application:

Spontaneous Flexibility--production of a diversity of ideas in
a relatively unrestricted situation (addition, combination,
substitution, ways to improve a product), a tendency to jump from
one category to another even when there is no need to do so
(keeping our thinking at a rather high level of abstraction,
thinking in terms of broader classes).

Adaptive flexibility--abandonment of conventional problem-
solving methods that have become unworkable and to think of
original solutions (reversal and changing positions as putting
the eye of the needle in the point of the needle to make possible
the invention of the sewing machine); ability to use a variety
of approaches to solve problems when this is necessary to
the solution; making changes of some kind--changes in inter-
pretaton of the task, in approach or strategy, or in possible
solutions.

. Our current interpretation of.the factor of originality
is. that it is adaptive flexibility in dealing with verbal
information. (Guilford, 1962)

. Exercises which permit the counter- action to "closed"
systems of'thinking. An exercise, for example, in which pupils
are asked to think up various alternatives for some
propagandistic situation.

14. Elaboration (Free

a. Definition:
given a bare

Association Ability)
ti

Ability to supply detailed steps of a plan when
outline of what is wanted. (Guilford, 1960)

b. Classroom Applications:

. Activities which permit pupils to add to a stimulus in
order to come up with a finished product. An exercise, for
example in which pupils draw two "squiggle" lines on their
papers, then complete a drawing and write a story about it.

. Press thinking far enough, do some of the tedious work of
implementing ideas, submit these ideas to analysis or standard
tests.

. Provide a few kinds of activities which have. a continuity
not broken by mundane interruptions and which. can be completed
over a period of time, manipulation of main ideas and their
details,

15. Redefinitive Abilities
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a. Definition: Ability to remake boundaries between classes or
groups of phenomena, between meanings of words or phrases, or
in ,terms of use.

b. Classroom Application:

4

Gestalt vAdefinition--ability to give new meanings to the use
of an object. (Guilford, 1963)
Symbolic redifinition--ability to regroup letters of familiar
words to make new words. (Guilford, 1963)
Figural redefinition -- ability to look at a complete line drawing
and discover hidden figures. (Guilford, 1963)

. Practices which allow pupils to "look at" things in a new
light. An exercise, for example, in which pupils are asked
to think of some purpose for an object other than that for
which it was originally intended.

. Helping the pupil to become aware of the consequences of the
functional application of information. (Ventura County
Schools, 1962)

16. Time for Idea and Problem Development

a. Definition: Structuring the classroom schedule to allow for
sequence in a teaching unit extending over a considerable period
of time, i.e., imagining and thinking in a situation that knows
certain elements and will ascertain other elements.

b. Classroom Application:

. Assignments which are of the "taking-home" thinking type,
so that anytime during the following days or weeks a pupil

.could jot down his ideas on the problem. The teacher could
take a few minutes every so often to refresh pupils' interest
and encourage their thinking along new lines.

. Providing for alternate active and quiet periods.

. Instruction should periodically permit pupils to cope with
an unstructured problem appropriate to the subject matter,
intriguing enough to provike pupil interest, and complex
enough to represent a challenge. (Ventura County Schools,
1962)

17. Freedom for Idea and Problem Development

a. Definition: Minimal use of external restraints to allow the
pupil to make his own decisions regarding the kinds and/or
directions opgn to him.

b. Classroom Application:

. Procedures which allow pupils to do something "for practice"
once in a while--without the threat of evaluation. An

exercise, for e)ample, in which they create games and vary
the rule= and restrictions.
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. Giving pupils opportunity to discover, select, and define
their own problems. (Ventura County Schools, 1962)

. Balancing the richness of exposure to many instructional devices
and minimal external stimuli to maximize the conduciveness
to creativity in the classroom. (Ventura County Schools,
1962)

. Maintaining a combination of instruction devices as an open
system to encourage multiple approaches to problems, then
having quiet periods to encourage creativity. (Ventura
County Schools, 1962)

. Using all the known learning and thinking processes in teaching
pupils subject-matter content, as new instructional devices
alone do not encourage creativity--they tend to preserve
traditional educational practices. (Ventura County Schools,
1962)

. Listening, being actively interested. (Torrance, 1964)

. Providing opportunity to develop purposes worthy of-the en-
thusiastic devotion creative pupils seem capable of giving.
(Torrance, 1964)

. Sharing the creative pupil's joy of working, for he does
not crave power but the satisfaction of creative work.
(Torrance,' 1964)

. Withholding immediate judgment of pupil ideas, for this may
suppresg, curtail, or otherwise stamp out questioning and
other curiosity behavior.

18. The Ability to Stimulate Momentum Following Idea or Problem
Development

a. Definition: Giving impetus to the whole process by which a
pupil can be motivated to continue a study to a point of
closure on his own.

b. Classroom Application:

. Maintaining a combination of instructional'devices for stimu-
lating curiosity and wonderment--providing pupils with a wide
.variety of experiences. -

. Testing systematically each new idea.

. Giving information about the creative process.

. Helping the pupil make use of the relevant information that
he does possess; if there is a superabundance of information
presented in the problem, help the pupil sort out what is
relevant from the confusing mass of the irrelevant. (Ventura
County Schools, 1962)

. Avoiding relentleSs pressures to be well-rounded. (Torrance,
1964)

19. Information Reception Skills (Reading)

a. Definition: The act, practice, or art of perusing written-or
printed matter and ascertaining or considering its content
or meaning.
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b. Classroom Application:

. Assignments which provide for outside reading of articles

and which require the pupil to make an outline of his ideas
that were "sparked" by leading the article.

. Encouraging the acquisition of knowledge in a variety of
fields.

. Encouraging critical, imaginative reading by teaching library
skills, urging selfdirected and discriminating'reading as
well a,- repetitive rereading. (Ventura County Schools,
lq62)

. Inquiry I, more active and sustained in that it represents a
positive, aggressive search for knowledge and understanding
(self-directed process of systematic investip.ation). (Ventura

cc tint '7A001-1, 1962)

Information Peception Skills (Listening)

a. Definition: Conscious effort to the Wind 'loon th-_' thoorttl

in order ro t1,-ac and to dire-y.:1 rt tai weani-ig or

import of the sound. Miat insights was the speaker trying

to build!

b. "vpilLatii)n:

. Exercises which have pupils listen and search in an "area"
in order to come back with some questions to which man
apparently does not have answers.

. Helping the pupil to uge the amount and availability of,
information or knowledge pertinent to the solution of the
problem. (Ventura County St,hools, 1962)

. Giving pupils the opportl'nity 'co express their thinking

without fear of reproach, even if it:is on the problem although
along differentlines than that expected 0:oUld this 'or: one

pupils say that they ..!'did not hear the question?")

1l information Expression Skills

a. Definition: Anything a person does, the act being determined
by the nature of the person and LodLtermined by environmencil

factors. (English and English, i95:1)

b. Classroom Application:

.
Environments which encourage- .14'irent m des of expression.

Pr()vi,_--ion, for ,example, fri- p?tt i r,i e7 o.:-"hlras,-.!If in 3

winner in whicn he essent17)11.:
spatially, giaphically, verbally,

. There is one point at which an ,irti4t can hci

c'reativity, although novelty ,rat, :Mown in his :1,-t frm.

materials, technique, style, and/or manner n which h :01cceds

. Conoocting a class program for ,,peciat aunt eace .
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. Providing activities Whereby pupils can express themselves
through projection. (Torrance, 1964)

22. Resourcefulness

a. Definition: An aggregate of one's available property as skills;
judgment, capacity for Binding or adjusting means, power of
achievement.

b. Classroom Application:

. The teacher could ask pupils to consider evidence and speculate
what could occur -- without describing an actual solution--
being sure to evaluate the speculations before giving the
actual solution (successfulness of a solution ought to be
determined more by its plausibility than by its correctness).
(Ventura County Schools, 1962)
Encourage the ideas which emanate accidentally from pupils'
thinking (enthusiasm is contagious).

. Assigning some open-end or continuum activities that span
the semester's work so that individual pupils can contribute
at any time during the semester's study.

. Creative indiViduals search for uniqueness through vocational
choice. (Torrance, 1964)

23. The Ability to Develop Absorbing Interests

a. Definition: Giving a high level of selective attention to one
object with inattention to others so that the attention is
focused on engaging in an activity solely for the gratifications
of engaging therein (the object or activity can be valued
in and of itself).

b.' Classroom Application:

Pupils may under proper, stimulus teach themselves a great
deal. A spirited quest for a significant idea may be worth
more to the pupil than a routine assimilation of factual
lore (this implies that we ought to pay tribute to the distinc-
tion between wisdom and knowledge, as it is only the latter
that is vulnerable to obsolescence).

. Ability to focus, to become committed, to be involved to the
point of accepting responsibility.

. Providing opportunity for each pupil to exercise all the
general skills so he can be made aware of the nature of, each
skill. Having tried himself out on all of them, he can then
learn in which direction he is likely to develop most rapidly
and where his greatest'interests lie. (Guilford, 1960)

. Providing a file of enrichment activity suggestions, a list
of sources of information to tell about each activity, a supply
drawer of manipulative materials suitable to complete the activity
(curious people are never idle).
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. Pupils need to be able to sustain intensive effort, to
experience the feeling of mastery, of straining closure on
longer and more complex problems.

24. Sensitivity to Problems

a. Definition: Persons who are able to recognize problems are
more apt to work on them, and if they do, are the more apt
to discover solutions. (Guilford, 1963)

b. Classroom Application:

. Approaches which help individual pupils to increase their
flow of ideas through such experiences as listing things
under topic headings like "what would happen if ..." or
"what would it be like if ..."

. Teaching skills of avoiding peer sanction.

. Creating "thorns in the flesh."

. Noticing something wrong or in need of improvement (defects,
deficiencies, errors) as well as the observation of the in-
adequacy of solutions keeps the.creative thinker at work on
his problem. ( Guilford, 1963)

. Encouraging constructive criticism as "what can I add" or
"what is here that is good that I can build on," tape
recording pupil work, then playing back for analysis and
reaction. (Torrance, 1960)

Helping pupils to test their perceptions against reality and
to trust their own perceptions of reality.

. Avoiding over-use of the analytical attitude for problem
solving, as analysis tends to disassemble, and by this very
separation process, attributes which pertain to the whole pheno-
menon may be destroyed or may fail to emerge in the first instance.

25. The Ability to Develop Insights in Ambiguous Areas

a. Definition: Process by which the meaning, significance, pattern
or use of an object or.situation becomes clear through reasonable
understanding and evaluation of one's own mental processes, re-
actions, abilities, and self-knowledge.

b. Classrobm Application:

. Helping pupils live successfully through the consequences
of learning by experience possible strong tendencies in others
to close their minds to new ideas or to react with hostility
toward the ideas or toward their originator.

. Emphasizing a vertical organization (subject matter lies on a
continuum and/or spiral from concrete to abstract) as well
as a horizontal base of simple skills reinforcement. (Ventura
County Schools, 1962)

. Avoiding immediate censure of sincere questioning of the
text and/or the teacher. (Torrance, 1963)
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26. General Assessment and Evaluation of the. Creative Process

a. Definition: Determining the relative importance of soma -
thing in terms of a standard, value, or measurement of attain-
ment of a goal; this usually includes a study of the relative
effectiveness of regulated conditions in furthering or hindering
attainment. (English and English, 1962)

.

b. Classroom Application:

. Activities which remind students that
--All individuals have creative abilities but not all in the

same area.

--Learning a new technique is probably needed when a pupil is
blocked in thesolution of a problem.

. Evaluation implies a well-considered set of values, not just
reaction.

. Not being satisfied with things as they are is a matter of
evaluation.

. Pupils should be taught to apply standards and to accomplish
good judgment concerning creative products, but they should
also learn to apply critidal thinking after the production
rather than before it begins.

. Supplement a grasp of basic factual information by using a
large number of objective-type tests as routine checks,
essay examinations with open-end questions, and oral inquiries
into student progress.

. Evaluation comes into the picture in determining whether or
not'the produced information fits the search model. Relaxed
evaluation would permit a broadening of the base of the search,
whereas an evaluative attitude with some degree of strictness
should narrow the search. In doing so, however, it may lead
more efficiently to good answers. This should depend upon the
clarity and accuracy of the search mode], . . . Evaluation
incident to an overly strong desire for a quick solution would
also be handicapping . . . Hyman has found that a general
critical attitude can have rather broad transfer effects in
solving problems. (Guilford, 1962)

c. Principles for rewarding creative thinking

. Treating, questions with respect
. Treating imaginative, unusual ideas with respect
. Showing pupils that their ideas have value
. Giving opportunities for practice or experimentation without
evaluation

. Encouraging and evaluating self-initiated learning

. Tying in evaluation with causes and consequences. (Torrance, -

1960)
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Introduction

This prospectus has been developed as an introduction/to the DATA program

for school administrators and teachers. As an introduction, the prospectus is

incomplete and sketchy. No attempt has been made to explain in detail the

complex set of skills, knowledge and attitudes that are involved in the

implementation of this program. Following the introduction is a rough model of

an evaluation instrument, developed for those whose supervision philosophy is

consistent with the DATA program.

The program and the categories of teaching competency represent the

thinking of over 200 teachers and administrators. We recognize the inherent

danger of listing any set of instructional competencies and suggesting they be

considered "basic" to an evaluation instrument. While this list may be un-

acceptable, we believe that each faculty should develop a total supervision

program which is consistent with the thinking of its school.

The authors are indebted to Or. Abraham Fischler, Nora University, and

Dr. Morris Cogen of the Harvard-Newton Schools for the basic concepts and

procedures of clinical supervision which underlie'the program.
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DATA

-- Diagnosing and Assessing the Teaching Act --

The DATA program is designed to objectively analyze the behavior of class-

room activities, with the intentionof assisting the teacher toward more

effective instructional techniques. The need for such a program has been demon-

strated by the profession in its search for a clear definition of teacher com-

petency and by the general public in its insistence through legislative enactment

that teachers must be-evaluated by reference to "evidence. .1 The kind of evi-

dence which satisfies the intent of the legislation must be defined in terms

of professional competence. This has led a number of researchers to find snore

useable devices to explicate the teaching act in a way that produces reliable,

reproducible information.

DATA involves a set of procedures which can be quickly mastered and readily

understood by most members of the profession, and at the same time, generate

IIIuseable information for teaching improvement and the evaluation of teaching com-

petency.

As the acronym DATA suggests, the teaching act is first diagnosed through

observation, and then assessed through analysis of the instructional pattern.

While classroom behavior is not the sum total of teacher effectiveness, neither

should the competence of teachers be assessed without direct reference to those

actions which occur in the classroom.

In summary, DATA is a program which is continuous, sequential, cyclic, and

behavior-oriented. It attempts to record for analysis the observable behavior in

the classroom, and leaves for other methods and techniques the analysis of those

aspects of the teaching role which incllides curriculum planning, interpersonal

relationships, the inclusion of valid subject matter, the impact of personal

1 See for example, Education Code 13403-13449.
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characteristics upon total effectiveness, and other elements of teacher com-

petency which are important to total,effectiveness, but not directly observable

in the teaching act.

With the continued use of DATA techniques, however, many of these aspects

can become topics of discussion with, and self-analysis by the teacher. As the

teaching act itself is dissected and reconstructed, all parts of the complex

teacher role may become involved.

Basic Assumptions of the DATA Program

As has been suggested, DATA is designed to more rationally and effectively

modify instructional procedures toward clearly defined goals. Inherent in the

development of this particular program are a set of assumptions. Before pro-

ceeding with a description of the program, these assumptions are listed for

critical analysis by the reader.

Assumption I: Teaching is a set of identifiable_patterns of behavior. We

111 believe the research on human behavior supports the contention that human behavior

can be categorized, and that teaching is one specialized type of human behavior.

Further, we would support the notion that as a category of human behavior,

touching behavior itself can be observed, categorized,and analyzed. Without such

a position,'we believe any supervisory program would be doomed to failure, or

reduced to descriptions of personality characterists and subjective impression

of the classroom "happening."

Assumption II: When selected patterns of'teaching behavior are changed,

the improvement of instruction can be achieved.

Much research is presently directed toward the critical analysis of the

teaching act.2 Whereas few researchers have defined specific behavior as essen-

t,

2 See Bruce V. Biddle. Contemporary
As an example.

Research in Teacher Effectiveness. (etc.)
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tial to effective teaching, they have described many as being associated with

111 effective learning. Further, the position taken in the DATA program is that

any significant change in the complex of effective teaching behaviors will more

likely occur if specific behaviors are isolated for study
. In this manner, the

teacher can focus on one element in his teaching, rather than the whole set.

Assumption III. The improvement of instruction is the primary goal of

supervision.

As a supervision process, the DATA program is designed to provide a vehicle

for the improvement of instruction. Systems designed primarily to evaluate,
,

unless the evaluation is limited to self-evaluation, have been all too typical

of supervision in education past. Our proposal emphasizes teacher-supervisor

interaction in order to more effectively and efficiently achieve-pre-determined

educatibnal objectives. The evaluation of this program is only a spin-out of

the DATA program and is secondary to the primary purpose.

Program Phases

DATA can be sequentially divided into four major phases. A brief descrip-

tion of each phase is given in the following material.

Phase I: Observation and Recording.

During this phase, the classroom behavior of both teacher and students is

observed and recorded. The recorder, whether supervisor, administrator, or

fellow teacher, produces a record of the verbal and physical behavior occurring

in the classroom. With training, increasing amounts of behavior can be thus

recorded, although with pre-planring, only certain parts of the total act may

receive attention. The purpose here is to reduce to a written record as much of

the teaching-learning act as is possible, leaving the analysis of this record

for later.

1111
Phase II: Reconstruction and Dissection.

In order for the teacher and the observer to systematically analyze the
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behavior that has occurred, they must first come to an agreement about the

content of the classroom encounter. The reconstruction of the lesson attempts

to accomplishment this requirement through synthesis. Pertinent sections of the

teaching act are verba'lly recalled by the teacher, while the observer adds

forgotten data from the record. In this manner, the resulting re-synthesized

lesson will more nearly represent the teaching behavior that actually occurred,

rather than either the observer's or teacher's opinion of the encounter.

The dissection involves the identification of regularly occuring "patterns"

in the teaching act. Patterns are verbal or physical behavioral habits used by

the teacher, (teacher patterns), or the students, (student patterils). They may

be positive, negative, or neutral patterns, i.e., they may support or inhibit

the purposes of the lesson or have no apparent effect on the lesson. Prior to

the determination of value, however, the patterns must be defined and'supported

by evidence from the written, reconstructed lesson. The following page is a

411 form used to summarize those verbal or physical patterns of either the student or

the teacher which can be supported by the gathered data. Note that other infor-

mation included on this summary sheet are the names, dates, times, comments or

suggestions discussed and the instructional objectives.

Phase III: Pattern Assessment and Planning.

Only at this point is there a conscious, subjective assessment of the

observed behavior. Now the teacher and student patterns are evaluated in terms

of the purposes of the lesson. These purposes, or instructional objectives can

be internally assessed as to validity, appropriateness, or consistency, while

the effectiveness of the patterns can only be evaluated by references to these

objectives, or to relevant research in learning or educational theroy. The

significant point is that the patterns have no inherent value, but only take on

value as they are matched with the teaching purposes.
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The next phase of the process is change through cooperative planning.

411
The teacher and the observer together plan potentially more effective teaching

behavior, focusing upon the pattern (or patterns) which are agreed to be most

critical in the achievement of the desired objectives. When the plans have been

developed, the observer and teacher agree upon the necessary evidence to be

gathered in the next observation, and the process is recycled.

Phase IV: Teaching Evaluation.

The data gathered during the classroom visitation is basic to the final

assessment of teaching in the teaching act. It is important that throughout

the several phases of the DATA program the emphasis is on the observed behavior

patterns of the teacher and the students. Value judgments have been limited to

the decision of whether the defined behavior patterns support the instructional

objectives.

System of evaluation. In the evaluation phase, the teacher and the observer are

concerned with how often the behavior patterns exhibited by the teacher and the

students support instructional purposes. In other words, the concern is with

frequency and not with relative value. An evaluation instrument is needed which

is consistent with the DATA program. Guidelines for the development of such an

instrument are as follows:

1. The specific and important teaching behaviors must be identified
by the teaching faculty.

a. These behaviors must then be categorized into those for
which objective data can be obtained and those for which a
subjective statement may be developed.

2. The administrator's role is to provide procedural guidance in the
development of the evaluation instrument.

a. The legal aspects, including policy and legislated limita-
tions, are specific areas where the administrator should
provide guidance.

3. The elements of the evaluation instrument'shoold include the following:

a. Those factors which can be supported by objective data and placed
on a frequency continue.
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b. Those specific teacher and supervisor responsibilities asso-
ciated with the teaching behaviros included.

c. Those factors which are supported only by subjective statements.

4. The evaluation instrument (if to be used for the improvement of
instruction) must be distributed to all teachers prior to the beginning
of the school year.

5. The formal evaluation conference will make use of the observation
records and the data supplied by the teacher.

The guidelines suggest that a band or continum be used for recording the

frequency of the behavior patterns that have been observed. It is expected that

the observer and the teacher using the recorded evidence would be generally in

agreement about how often the patterns have occurred. Because the frequency is

expressed ona continum putting a check on a finite point is not critical. A

banddescribing the difference between the observer's judgment and the teacher's

judgment of frequency might be appropriate and valuable. However, it must be

emphasized that the check is an approximation based on the data extrapolated from

the observation material.

If the observer puts a check mark on the band the teacher uses some other

mark such as an X, the discrepancy between the two is easy to identify. For

example:

1 I I H
Always

I I I

Frequently

I I 1

Sometimes Never

The use of a band on the continum helps to reduce the subjective error and

at the same time allow for a meeting of the minds between the teacher and the

observer. If there is a wide discrepancy between the observer and the teaGher

it may be necessary to spend a good deal more time in observing and assessing

this teacher's work in order to reduce the discrepancy.
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Areas of evaluation.

The guidelines for the development of an evaluation instrument point out

that, the important teaching behaviors for any particular level, area, school or''

district must be identified by the teaching faculty. Several hundred educators

have, while using the DATA program, identified aspects of the teaching act which

they feel to be most important. An evaluation instrument has been developed

which incorporates the thinking of these teachers and adqinistrators.

The responsibilities of teacher and supervisor* (observer) are given with

each category. It is possible to gather some objective data about the first

seven categories. The remaining areas to be considered lend themselves to sub-

jective assessment. It must be emphasized that the categories or areas to be

assessed are simply examples. Each school faculty should come to an agreement

-about which aspects of the teaching a'ct are most important to them and which

need to be assessed.

Sample Evaluation Instrument

I. Instructional Objectives

A. The instructional objectives are stated in reference to the charac-
teristics and needs of the class.

1 1

Always Frequently

I 1 I

Sometimes Never

Teacher responsibility

Prepare written objectives which are-necessaryfor teaching the class.

Supervisor responsibility

Identify and discuss objectives in post-observation conference.

II. Teacher-Student Interaction

A. Classroom operations include the opportunity for students to interact
with each other and with the teacher.

.1 I I I

Always
Frequently

I I I

Sometimes
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Supervisor Responsibility

To record data regarding the content. discussed or used and present to the
teacher for the post-oliservation conference.

VI Management and Control of Students

A. The students' behavior is supportive of the instructional objective.

-1-"

Always

Teacher, responsibility

Frequently Sometimes Never

Provide data regarding the development and use of pre-determined management
procedures.

Supervisor responsibility

Observe and record behavior of students in the classroom and to discuss
the observation with the teacher.

VII Instruction Methodology

A. The teacher implements instructional methods which support the attain-
ment of his objectives.

Always
.

Teacher responsibility

1' ill 1 1 1

Frequently I Sometimes I Never

Develop a plan which describes the variety of instructional methods used

to attain the instructional objectives.
or,

Supervisor responsibility

Observe and record the instructional methods used.

-VIII. Other Possible Areas to be--Considered

A. The items listed below are suggested as important teaching variables
but for which objective evic''nce is, very difficult to obtain. There-

fore, subjective statements may be deyeloped and included in the evalua-
tion instrument if considered vital by district teachers and adminis-

trators.

1. The personal qualities of the teacher.

2. The enthusiasm of the teacher.

3. The amount or type of rapport between the teacher and the students.

4. The total environment of the classroom.
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In addition to the classroom observatons the school district may very

likeliwant to include other areas in the evaluation instrument. It is strongly

-recommended that once these areas are identified they are treated in the same

manner as those described in the DATA program. Evidence or data should be

gathered and then assessed in terms of frequency and not in terms of relative

value. For example, a district may be concerned about the teacher-community

relationships. If this is an area for assessment, the teacher could sumbit (prior

to the formal evaluation meeting) a summary of-.his activities which support the

school in the community. The administrator could, with teacher approval, add

to the summary as submitted ov develop a separate statement if he had to question

items presented by the teacher. In either case, the two parties should be able

to reach some general agreement about the frequency of supportive behavior.in this
L

area. This could be represented on the evaluation instrument in the following

manner:

Teacher-Community Relationships
The teacher takes part in community activities which help to strengthen
the position of the school in the community.

I I 1 1 1 I 1 I T
Always Frequently Sometimes Never

Each school district should decide about the kinds of out-of-class areas

which they wish to include in the total evaluation instrument. All of the selected

areas should be viewed in terms of the frequency of the behavior patterns as

they pertain to each area. An area should be checked only when there is written

data to support the placement of the mark on the continuum.

The system of teaching evaltiation within the DATA program is based upon evi-

dence generated by the observations and records. While several suggestions have

been offered, the final structure is an intra-district responsibility. Assump-

tions about the evaluation of teaching as reflected in the DATA program include:

962



1. An effective program of teaching evaluation extends from recruitment
to retirement.-

2. The role of the teacher in the educational institution is complex and
multi-dimensional.

3. The teaching" encounter in the classroom is a, primary element in the
overall role of the teacher.

4. TechniqueS of teaching evaluation must encourage diversity in teaching
behavior.

5. Summarized multiple observations of behavior tend toward greater
reliability of actual behavior.

6.. Records of actual behavior are basic data, and support the-summaries of
observations.

7. Techniques by whiCh the effectiveness of teaching behavior is assessed
must be adapted to the characteristics, needs, and organizational
structure of an individual district.

8. The occurring frequency of patterns which are defined and delimited by
teacher and administrator groups as most pertinent, provide a more
objective evaluation of effectiveness.

If cumulative teaching strengths and weaknesses are identified by a district,

and action is taken to change and improve its educational program, the DATA pro--

gram will have achieved its Purposes.
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"P. A. R. - TEACHER PERFORMANCE ASSESSMENT R

Teacher: Date:

Evaluator:

Appraisal by others and/or by one's self can be a satisfying and pro
and the evaluator. It is nothing to fear or avoid but should be a good e
seen in the proper light. To see one's self as he is requires genuine ho
attitudes.

A big step toward improvement and growth through appraisal is accept
interests and recognizing these areas of strength. It is just as importa
limitations in a good self-appraisal and to seek help in overcoming these

A teacher, as a professional person, should be willing to accept the
instructor. Good qualities must be strengthened; limitations must be ove
good teacher must be studied carefully, and after a plan is decided upon,
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TEACHER PERFORMANCE ASSESSMENT RATING"

Date:

self can be a satisfying and profitable experience for both the teacher
or avoid but should be a good evaluation where all characteristics are
elf as he is requires genuine honesty and generally good wholesome

owth through appraisal is accepting one's various talents, abilities,
strength. It is just as important to be able to identify one's own
to seek help in overcoming these limitations.

should be willing to accept the challenge of improving as a classroom
gthened; limitations must be overcome. One's problems in becoming a
nd after a plan is decided upon, followed resolutely.
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The teacher must evaluate himself and his students it instruction is
be evaluated in light of established goals.

In order to evaluate the instruction and the effectiveness of a tea
to measure those activities that directly involve the leacher with the pu

This instrument focuses attention on certain attributes of good tea
ment is to improve performance. It is'intended to be used both by the t
authors have, under strategies, attempted to include as many points of g
strategies, siv.h as divergent, convergent, cognitive, inquiry, discussion
the over-all assessment under strategies> it is fully realized that impr
as the instrument is experimented with by teachers and evaluators.

The following steps are suggested for optimum results when this ins
teacher and evaluator or evaluators,

All teachers must be made aware of the over-ail purpose of evalu
the terms used in this assessment, These wilt be discussed in t
which time the framework will be established.

2. Certain areas may not be applicable to every teaching situation
the completion of this instrument must be made only after a leng
leal two weeks of observation by the evaluaiwt. The teacher
meni basing his response':, on his actual performance as he honest

3. The teacher and the evaluator must agree. to discuss and compare
view to planning and improving those area: involyiNg more than t

4 The evaluator (principal) will toilrw-up the ar.,.se:-.went during
i

evaluate the areas 5elected c(), improvemeni by the teacher and e
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and his students it instruction is to improve. The student should
als.

Ion and the eftectiveness of a teacher, this instrument will be used
iy involve the leacher with the pupils',

on certain attributes of good teaching. The purpose of this instru-
intended to be used bolt) by the leacher and the evaluator. The
ed to include as many points sl good teaching as possible, The basic
n , cognil!ve, inquiry, discussion, groups, etc,, are represented in
s lt is fully realized that improvement,i wi be made in the tuture
by teachers and evaluators.

for optimum results when thic. instrument of evaluation is used by

re of the over-ail purpose of evaluation and made tamitiar with
ent. These will be discussed in the pre-planning sessions at
be established.

!cable to every teaching situal,..,n at oil times and ihere,ore
lent must be made onlv atter a lengthy observat:on time (at
by the evaivalort. The teacher shou'd comp!ete the as:ess-
is actual performance as he honesty views it

musi agree to dcuss and compare bolh appraisals with a
ihose areas involving more than the minimum rating cl

! follrg-up the a:t.semeif during ihe iollowing moothc
imvovement tyy the leacher and P4aloator (p;incipar;



4

5. The teacher should refer to this appraisal instrument frequently
guidance either from a resource person capable of such, through
with colleagues and principal.

6. The teacher must realize that the evaluator (principal as a rule
reference and the teacher retains his copy - both should be "sign
the evaluator.

Teachers should feel free to suggest improvements in the procedure o
It is the intent of the authors that these will be reviewed at the end of
made where necessary and desirable.
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s appraisal instrument frequently durKg the year and seek
person capable of such, through reading or ditcussion

he evaluator (principal as a rule) retains his copy for
ns his copy - both should be sigr i by the teacher and

t improvements in the procedure of use or of the instrument itself.
se will be reviewed at the end of a one-year trial and adjustments
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4b
O

(a) Behaviokat Objective.:

The objectivez Ashouid be deatty dek4d 40 O4 to phOvLde a conckete guide in the 4etecIi
and pear, -ing o6 teatntng expekience4, BehavioltaZ Objectivez mmt be de6ihed in ondert to m
an evaCuation 6-.CACC, anCe44 there Z4 dame cteak conception.o6 the dint behavior .implied b
the objective4, one hao no way 1 tetting what kind o6 blhaatok to took. OA 4..n the 4tudent4
tn otdet to <see to what degree them objective, 4 ate being keatized. The 4ituation4 which
gtve the 4tudent the chance to exp.e44 the behaviLk that i4 tmpUed by the educatonat obje
tive4 mu4t be. identi64ed.

(b) Inotkactionat Objecttve4:

The punr.se in4tkacti,nat objecttve4 4:4 to make cteak to teachem, 4tudent4, and othek
ilte,teAted pet6on6 what .4.t i4 that need4 to be taught oft what it i4 that ha4 been taught:.

A weet-wkitten imtkactionat objective 4hou!d .may thkee thAng4: (1) what it iA that a Astud
who has ma6teked the objective witt be abte to do; (2) under what condition4 he wilt be abt
to .do Lt; and (3) to what extent he witt be abte to do it. in 4ummaky: peqoamance = con-
dition4 extent. (From Stkategie4 and Tactics tin Secondary Education, Leonard H. Ctakke.)

$
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I. INSTRUCTIONAL OBJECTIVES

(a) Behaviotat Objectc.ves Son
each subject area o6 instkuc-
tionat kesponsibitity have
been Onmutated

(b) Instnucttonat Objectt'Ves
are cteakty de6ined

sr

ici Students au awalce,o6
obdeclAves 04 goats.

(d) Mate/ties and A. !ivities

(e) Ihstuctionat Objecttves
,ittustute student be-
havcolc in the domatns and
on vaAious,tevets.

5

INDICATIONS Of QOl!TY\INSTRUCTTN
\

2 3 \

Both tong- and shohf-range objec-
tives have been wutten ittustkatcng
cAttehion peqohmance, sampte"teAm
tests items, and in's-Valet-Lona pao-
ceduhes

2

Objectives au whitten -01 te4m4
06 obsehvabte student behavioit

ittustAating chiteAion petition.-
mance.

2

Evcdence os goats to be curved
15o4 4.4 cteanty pkovided in
whiting, ot calce6utty woAded
vekbatty.

1 2

Ake ketevant Son objectcves to
mend and 104, type us students
tnvotved.

1 2

Student beha..A.ok cn sevehat

domacns and 04 valuous eevets
is iteusthated in the objec-
tives
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question,
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3
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3

Student be
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(MAT IONS OF QUART' INSTRUCT'ON

2 3 4 5

hoAt-range objec- ShoAt-Aayrye objecttves fday
wutten 4ttustkattng week, 04 month) have bn w'& ten
once, sampte tekm
AnstAuctAGnat pAo-

2

kitten ,01 teAms

udent behavAuA
eAAon pek6ok-

2

to be aAmed
Aovided cn
iutty worded

objec,t4ves to
e- (.; 6 students

2

in sevelat
aitious &vets
n the objec-

3 4 5

ObjectAves aAe mitten in te'uno
06 behaviok but ac ivities are
nut in tekm6 06 teaAneA

3 4

Goats and objectAves tike exptain
ed vedatty onty students
question, doubt, and don't appear
tai heady to work.

3 4.

Ake Aetevant to objeettvqs but
not to students,

4

Student behay.(04 in moke than
one doma4n and tevet 06 tea/m-
ing is ittustkated in the objec-
tAves

5

6

Nu behmotat objec-
ttves have been
6eAmutated

6

ObjectAves are geneAat,
vague and nut de6Aned
in term s o6 behavAoA.

No specA6Ac e6604t 44
made tc, have students

know what the goats
anc&objectAves are

5 6 7

No Aetevancy between
objectives, matel4ats,
and act(vAt(es 6(.4

majouty v6 studenth.

5 6 7

OppottunAttes nosed
647 sett4ng student
behavA0A 4)1 mow than
one domaAn 04 on moire
than one tevet.



(61 Inistkacticonat ObjectLou'

tteust/ate student be-
hat401 .4.n the cvgnttive

CLL n

g! hi I VIUC t flat Objecto.es
4 t eta, Plate is tudviit behavt
4n the a66ectivt dvmatn

ihl lastkuettonat ObiecAtves
tteustAate student behamon

n the oychomotot doma,cn

6

1NDICHT s OHS OF QUAt,

2

Objectcve4 cute amttten tn tews-
t6 obwi.vabee student behavt0a
at the eatuatAtie tevet, enc,m
passtng att pnevt,:us Cevet6 06
the cogruttve doma,tn htckaf,chy
with thett sub categn4tet. r

2

Object (vez aftemutten tin terns
"6 obsetvable student behavtc4
at the fogantzat4LK eeve, encvm
passtng att pteviout &vets vb
the a66ecttve domatn w(th att.

its sub categoues,

1 2

Object( yes au coutten tn tuuns
66 obset0abte student behavivIt
tnctud.tng a comptex o6 4.c.mutta-

neous sizLeis a,t vaiuied degneeis

o6 di66icuLty

277

Ty iNSTROCTION

3

3

3

v6 obsetv
at the app
passing
the c,gnt
sub catego

Objecttves
(.6 °Went)

at the. Aes

passtng
the a66e

4Z6 6 ub-c

Obiecttves'

66 obsertv

inctudtng
at vanied



0

iCAT1ONS OF QIJALTy dvSTRoCTION

2

itten in tetm4
dent.behavcoq,

evicon

CU4 eeVe& co
tarn h4etavity
egoa.ta.

3 4

Objective4 ate mitten in teus
u ob4etvabte 4tudent !Ahaviot
at the apptA,Lat4on tevet evcom

pazztng ate ptevicws teut,tt u6
the c,gnttive domatn with theit
z!vb categi:;/ie4

2 3 4

tten to tem
dent behavict
.c4 tevet, encom

ou4 ,Uvee4 cO
n w(th

e4.

2

en tn teAmis

dent behavict
eex o6 4imutta-
vatied degtee4

Objecttvez ate wlAtten tin tenms
o5 ob4envabtt student behav4ot
at the teopundi4g tevet, eneem
pa44ing att ptevtows tevets o6
,the abiecttve domain wAth ate
,t4 sub categotte.s.

3 4

Objective4.ate mitten in tetms
oimerwabte student behavton

including mute than iuo attl4
at vaAied degneeis diO'Oicutty

6 7

Objectives ate mitten
44 team* u6 obekvabte
,..tudent behavioq at the

knowtedge tevet w4th att
,tto sub catcgvnAkb

5 6 7

ObjeLtcve6 ate wattten
44 .teams obettlabfe
4tudent behavt6t at the
keez(vtng eve with att
At4 sub categolue4

5 6 7

Objecttve4 ate wt4tten
in tetft o6 oimetvabte
.0tudent behavto4 A.nctuch.ng

only one axtes.
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Explanation4

(b) Faci&tation i4 wsed hertz.
ditection.

Highet tevets
(necate) only.

6b

Thi4 Lo an opening 4tnategy in °Ada to

nelSeu to cognitive domain roam compnehemion to ev

(d) Facilitation used he to in ()Aden to have 4tudents exptone within
objectivu.

279
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6))

an opening 4,tAategy in oAdeit to 4ti.mutate the 4tudervt towan.d

domain likom eompkehemion to evatuative. Lower nelieu to memory

o have 4students exptone within the 'Lea& the teachen-atabWhed



IL STRATEGIES

z) T eachtng Stkateg4.e4

!b' The to achek ashy a .7att,t.etti
queis t. « n3 that encounAge

pc,s6tb(taces
th "fIgh t and tiqut ate bwat
al:).nd vakyAng 6:vets (.,6

the eogn< (ye d,matn

(ci The teacher pke:ent4 ,t.nOok
matcon by azizAng queAtons
that are bu,c,Zt upon pup,tt
nezponz es to pn e vc Ot.14 que6-
t< ono and by ,cnte cttng
new v/6 o ,unatton tin the
coat 6 e 6 the da ea64.4.on

di The teaehek gu,{ des que4
tton.cng towakd objecttve6
o6 the tezz on .

7

I ND !CAT ONS OF QuAl ITY tNSTRUC I I ON

2 3

Stkategy ptanned-.cis apoopuate and
pqacttc.at v,teu, o4 objeetcvet and
students tnootved

3

Wu) quet,c,.nfs eat,
spvne oloni htghe tevet!, the

doma<r

2 3

Att ,tn6cnniat,con pl.e.ented -us based
upon pupa' t., u6
quebt,conk..

2 3

Quezt-conxng ib gtuded and pl.
pb,se6ut. Student ate e neouk-
aged to tkniz and expeone

281
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are not



CAI IONS OF QuAl 'NSTRU( ION

app,Lopu at e and
o ob ject-{,ueo and

2

mutat, ng
teveL the

2

3 4 5

Stlategy nvt comptetety netattve
to c,biect.cveo and atude n-
vc tved

3 4

3

A412.: quel,t,conz tong ite
bpvnt Ie than one to vet
(=3 the cog4 t-cte dorna,cn

4

e6 ented to ba6ed Hato v3 the .cnooltnatcon
t, pitev.t,uo Merited Wk./ tudent /Lt.! pOeco et,

queott r'

2

ded and pur
ane- e ncowt-

e xptote

3

5

4 5

6 7

StAateg y not apyytopuate

6 7

AAfzo Aaalsw que4t4.;,,n,s

etc c-ct,tng ite4, po ez 64A1
3114 one Zeve t 4 th,e,
cognA. tx,v e doma,t.n
memoity. .

6 7

No AA/Oct/mat, ,t4
aerated based on 1, to de nt
tee pon4 e4 tv quezt(

6

Que t vbtng gu4 de d , but tadents Queztcon-cng on giu de d
are not attewed to e xptone and random
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lo

ExEe.anav(2)

e Student). atif f.tab v'tt hk 4 L.pou.og the d,:.,csat4,6
t' t d.;rn:r4 Awam tit t11:, e ri. the t eacheit'

thL pt eem q C 6 f,4 (e-% ape vp,. move vn the tea a

(6) Eava y e 0,4 d Th4.;. latc gy rh (). ( c dilnat 1, 4.A tni.;0

'g Vqou

f4 kf

th,

283

ei tn , d tLdL.. t .f art-(/v.?".. a 11
oly 4:9 ao

tcgti gig zd:st..4 tt.

6: d t

; - .1k, "r; cc; do)..."
.) I ; Char .1::,;1

0 sr e . 1. '

" Zti Inc t"-Y
4 Seyi .;tct,ty :ArRiake 1.:1'.41LW

',2!)i{

5. E tab t ;(7/ .1.d,:a".% by

tti .79 tficki-1 a )acigrnent 9uod c bad
t a da. ad; o ,),ouy,a tt. et , Cy6t, e

ctr,',7.;'zor.o.tate t.,/tchZem.



lb

h't tdvu pe.o..4..4g the (1,,,%0A.siNior, tmcod ghe teoc t ttu,
e,e.,tatt tn:',. ,..rt the te ach pakit tvoad bCti The tuda

me n thc Vache,,s,s pa .,rt.

rht, b)t,r t< q.reiti4. 6' A ,A

di it4 v "i,','
+11 toci ti d,sai..-; tb BathflIt4 d, t

1-t,? e f; H
; ;1; k

(:.(m - ^, tn=- - 6' )1,72

q(i,ef tz,; ticit ",
d" i n 9,1 "

V-tet I': 1, ;',t1, ,!;,1 t 2

tst,7,1' i)(.1 th 4:01 t4;- tfti

makCS a ,adgment -6 gcoc.1 c?, bad, :gbt t
co.,tzt4 , 6 6

ate t p4cl- Urn.
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(ei Eauted 4tudent te4pon4e4
and teacher que4taung.

($5) Teacher acceptance 06
4tudent lespon4e4

1

8

INDICATIONS OF QUALITY INSTRUCTION

2 3

Student quutioning ,C4 4amptcng Student q
and very hetNu . .cn guidcng the kn 4ampti
pupil toward goa24 Ate 4tudents
ate invotOed and eneoutaged to
eonttcbute to te4p,m4e4

1 2 3

Pup.ce14 -.deal are tteated a4 havolg
vague, unusuat que4tton4 and dtvozze
contubutcon4 ate tecogmaed and
accepted and pto,(4ed encmtage-
ment 46 g,cven tc pup,c4 to pu74ue
and expZute 6u4then

2

ig) Teachet acceptance u :student Studen 1p. ate encoutaged lc pcvoue
attacks on pkobeems in con- any attack on-any ptoixeem
velgent, dcvetgent, and
evatuative approach.

(b) A uaki:ety o6 a44-ignmentA c4

made to indivcduaes and to
4mettt groups,

(fl pattictpation 46
actcve, chattenging, and
putpo4e6ue to each individuat.

3

1 2 3

Pupin di
4.dea4 are
a4 46 thet

44det .the

c dent vs
kicky tate
to putut4

Student4
pattceutat
suggested

A44ignments oAe made to indiv,duab Identccat
and 4mate gtoups tetatcve to goat4 to ate o
bet. 4ionaety

1 2 -3

Ate pupils pakt(cipate acttvety Pupct4 p
with purposes that chattenge theit pcopo4e4
dC66eunt abitates.
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NDICATIONS OF QUALITY INSTRUCTION

2

ning is sampttng
n guidtng the

oatz Att students
d encoukaged .to

espunses

2 . 3

e treated as havoig-
guesttons and dttekse
e kecogntzed and

atsed encoukage .

u pupttz pw:sue
en

3 4

Student questtontng tz ttmtted
tn sampttng.

2

coukaged to pursue
ny pkobtem

2

made to cnd4v,i.duae4

4 Aetattve to goats

2

cipate acttvety
at chateenge theik
es,

5 6 7

Student kezponses are in
nu way encouraged and the
,teacher anAwm the
student onty to get on
w.cth the toptc

4 5

Tuptt's dtvekze contktbuttonz,
,tdea4 are paused t,tiek qutckty

as to theke tz no tune ts: con

4.cdeA them because ,os

0,tdent vague to thc te.acheA
vely tatee enc.uukagement gtven
to pupttz to exptvne 6uAtheA.

3 4

3

3

Students are encouraged to use a
patttcueak etne attack as
zuggezted by the teatheA

4 5

Identccot a6A,(onment4 are g4oen
.to att ut; the ctass onty occa-

a.conatty

4 5

Pupits paAticOate actLvety with
punpo4.24 that chateenge most.

6 7

tecogn4tAun given to
dtveue ,cdea4, ciAtAtba-
ttoms, tn liact tdeas une
put down ao being A.4-
ketcvant to topti, no

encvukagement to pursue
A.dea4 611AtheA

6 7

Students ah.e not gtoen

the limedom o6 method
tin attacktng pkobtem

6 1

Att pupitz ate given
cdentccat a44kgnmeotA
most 06 the .tome.

6 7

Pupas pantieipate
passtvety wtth purposes
that chattenge onty a Ow.

286



A

9

INDICATIONS OF QuAtlIT INSTRUCTION

2 3

ij) sTeachet encowtage4 pup4to to PupLto build on each othea' elate- Pup4to mate
buctd on others pupkto' cdeao ment4, te6tect and 4ummatc2e .otate- otatement41
by pkact4ung ,le6tect4on, and mento, and add peuonat 6eetngo. comment..
oummakkung be bane tntek
jectong the4t own 4deao.

Teachek encoukagez student
dtatogue

it), Studeat6 wotth cadependentty
cn lla-etazo gkouwg.

2 3

Ate .otudent4 ath to each othen,
yuCtA011 each othet, cornmeal AI
oatemento, 4ummatc.ze 4deao, le
6tect .cdeao and 6eet,tngo

2 3

Student!, wotk ).,matt pupt
wth ttttte chtect.con bon pto
tonged pet-curio 06 time

Hat6 the 4
mania e., &e

ongo.

Studentz w
bmatt gou
o6 tole,

1 2 3

(In) Student!, cute (nvotved .in Att pupa?) alie act4vey ,cnvtved Sudeno
ptanmcng teatntng actAoktAe4 on 'shwa and tong 'Lange ptannAng votved ,cn
bazed.on the content objee- ptanru,ng
tiveo.

1 2 3

(n) Otganxzaton u6 activ4tcm Att o6 the actiokt.ceo and matetcato Hat6 o6 .th
and mate/adz 4.4 ocatabte 6acct4tate teatnong ,on the dctection mateuat4
On the object4ve4 ,Lnrmind c the objecti_vez. object.tveo
and the type u6 otudent
invotved.

2 87



9

D1CATIONS 0- QUAtIlr INSTRUCTION

2 3

each othen14 6tate-
d 4ummattze 4tate-
et6onat 6eettng6.

4

PupAta make bAAe6 6 ummaA.4.e4 u6

6tatemen4 WAthuut petaonat
comment .

w

2 3 4

to each others, Hat6 the 4tudent6 queztkun, Awn
hen, comment .n matte, te6tect 4. dean and 6eet-
an-Lze (de,v,,, le. ,(ng,s.

*etAngo,

2

zmate g/,:upt

awn
6 time

3 a

Student woth kndepeodentty 4n
4matt gtouo Got Aunt pea,;.odo
o6 tone

2 3 4

ct4vety uloctved Student4 ate occa44onatty An-
g 'Lange ptann.(ng votved ,cn ,shout and tong /Lange

peamung

2 3 4

itxe4 and ateuat4 Hat6 o6 the actkv1ttez and the
og 4n the dotect.ton mutuude4 ate 6 utabte 6u4 the

'objectt.ve and the -cndivtduae.

5 6 7

Ducu44-con 44 timtted
to ae6p,in6ets g-Loen

ettnectey to the teacher

6

Student teachet Act-
tugue .nty

5 6

Student', wolik 4.n cmigt

on eaagc poup4 undet
the dknectkoo 06 the
teachet at cat tme6.

5 -6 7

Student4 ate petm:tted
tWttte of no oppottunity

toptan aetomtkm,

5 6 7

None (16 the aet,vitA.e6

arse 6 aitabte bon the

objective4 of type o6
tex.net Anvotved.
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9t

Exptanationz

s.

(o) The mative oppoAtunity .Z.4 one that pnomote4 -the growth o6 the auto
zulgicient and independent in judgment.

(p) Grump ActLvity:

- Seating 15aci1itates intermaton.

- Objeetivez and puApoes ol5 the teacher au to cuttivate and is
idea exchange and 4haAed pnobtem 4oLving.
The group 4hatce4 in decizionmahing.

There i4 pupil -pupt communication az welt as teacher -pupil co
The group itzet6 kesotves any congictz.
PupitS Acute the teadenahip not with the teachet.

- Guar) goatz axe 4et and agreed upon by alt memben4 the 2/Loup.
- Evatuation group attainmentz ca a 6unction ol5 the group Aathek
- The teaches 4 &ate i4 that ol5 a members ol5 the group rather than a

Five division4 o6 group growth. 4houed be utitized in order -to attain
axe: (1) fitentheAdship; (2) inguence; (3) 15edingi; (4) individuat di
as out tined in "Jung's Reseanch Utitizing Pubtem Sotving P4OCC44",

The zeminan system zhoutd be the pAmat ol5 the group.

289



9b

mote4 the gnowth olc the autonomou4 teannen one who £4 zettc-_

eh are to cuttivate and Omit-it/ate 4ociat AL M, coOpenation,
ving..

well a4 teachet-pupit commanixatZon.
024.

the teacher.
by all membeA4 olc the group.

lcunction olc the gnoup nathen than the pteugative olc the teacher.
en olc the group rather than a diAecton on 4upeAio4.

be utitZzed in °Men to. attain 4ucce44 in thi4 4tAategy. These
3) Iceeting4; (4) individuat ditficenence6; and (5) pitoductivity,

"ng rnobtem Sotving Pnoce44", page 16.

of the group.
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to) Cuatkve oppoitun4.4 and
ptanntng au pant o6 the
ptogtam,

Teach peqtrxtb vrowtuway
6,4 4t4dent! v* g4.,06 06
4tudew4 att4:- act4)4tte,!,

tql Pup4.4 are encou/aged to
Aate and dv6ca44 4.deat by
bneaking Ant .:att poop
and taelung,

14) When mate g/cupa icepo/
back to a tatge pomp the
teachet accepts and sum-
ma4fizez pupae tath and
heto pup.tL claAi6y the it.
contAauttont,

10

INDICATIONS OF QUALITY INSTRUCTION

1 2 3

-vox and vppottunay attowed to
thAnh and dacovet, ptay totth Adeo,
manoutate cbjecto, expeiyment tokth-
Out imeaAme to get "the analwek" 04
to get ,ct "night".

1 2

het and" otadev'to 4e6pect the
cpteptcro v6 each othm and agtee
ment ale /cached wth ni_con6t4ct
and kibt,t,ty in the want .6 e4thet

2

Att chAtdaen have an wopAtuntty
to tatk to each outton
eaegl (,then, comment upon 4tate-"
ment4 4.ndiaduab in the gimup

2

AO 6tudent's have an Opotantty.
.t expcuence mate group and.
binge g4,9up panti.coaton wth
the teacher. 6acibtattng concept

Oppott
vided to
tdea4,

ment tot.iito

akuswee an

Teacher an
iatteutu,
con6t4ct
an:Luc/tied

2

3.

A 4eur paps.

t, pantccA
bated one t

Studen4 e
tame gnou
the teache
devetopme

development.
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10

CATIONS OF QUALITY INSTRUCIION

2 3

y 41,6 at towed to
play with tdeaeF
expektme nt am.th -
"the anowet" on

2

6 pea ect th@
then. and ague
.th Ph, ,c006eict
e pakt 6 k 4,thk

4 5

Oppoiatauty .occa,64 onatty Au-
vkded to Az covet, play
`,tdeao, mantputo,t-e o,bi expenA
inept w.ahvut pii.ewt.e .to get . "the
an.swen" on. to get .tt "sight".

3 4 ,

jppyntan4ty
quez tion

*upon st'ate
in the glu.. up

.
n pppontunety

e girou-p *and
pat.( o rf..-11-#1
.atk n9 eoneept

teacher and tudent t,,:4:a
attenat ton6 act4.,v4.,t4 bui`

ct and daag molt tine,
an ,tu .tied te 4h t dom. nate4

4

A hew pups! have an tik.ottcznkty
t, pants ciate n cttlELdA44

bet/Jed, oi 'OA-. eNpeloinee,0 and
4ntete.4%. to .

6 7

No oppoitturtty 44 pko-
vkded I kot veity 4 etdoin)
to dtz coven., ptay atth
4.clectz, mani_potate. 0E),
ject,6 expen.tment auth
out pte.6.6 cute to get
"the 44,ght anzwee 0 a '
to get 4t "tcght"

5 6 v7I .

Tea, heA and, tude nt.6 d,.

nut di...4 c ua4 any (le-Nita
.C.4teto 6 aLtt,Atkle,, a6
4 agy(,zted by the 0.totnai
ptWI , ° *

3 , 4
1

5

Studert.,_ exr;efuence,zmatt and i

tatige gAcup pa:it4 etpat4 on wA)Ch
the teachve iac,t,tttatAng c nce t
dexceopment,

6

clittd-ttn p kitt
Ount.Aotew6

6 7

NO etuden.tt e xpen.ien?,,,e
zmatt and tame gn'iup
pariti.cipatton,

292
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(4) Variety otAetcenenee
mate/fiat avaitabte when
,oacticat.

INDICATIONS OF QUALITY

1 2

A wide vaAiety oi teachet-made and
pu6e44ionat mateniatz Audi. a4 6itm-
4tAip6, woAk zheetz, gamez,
magazines, nemspapens, tAahzpanerv:
cie6,.chaAt4, tibnaAy mateAiat4,
zupptementam texts, dictimnakiez,
attazez, encyctopedia4, and other
aLds are avaitahte and made uze
o6 whenever the oppoktunity pte-
zentz itset6.

293
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3

Retie/Lena

the texts
but on'y



CATIONS OF

2.

teacheAr.made d
'atz zuch as 6

zheetz, games,
e4z, tican4paten-

matetiat4 ,

dietonatZe4,
dia4, and othet
and made uze

ontunity Ion e-

I I

UALITY INSTRUCTION

3 4 5

Re6etence matetaa other than
the texts ane used pvtiodicatty
but only in a .fimited way.

6

Rep./tutu mate/cab
°the& than the text
ate used 4patingty
o4 'not at aU of with-
out any tetevaney at
aato objeaLvez,

29 1.



III. EVALUATION

(a) The teacher evaluates in tams
objectives and nevi4e:)

4y4tem6 in4tAuction a4 a
tautt o the evatuation,

(b) Pupit4 di4c1144 theit pAogte44
in teAms v the objective4
set lion the .lesson, with the

teacheA in a con6eAence.

(c) The teachers gives childten.
toots and methods ion evatu-
ating theit own ebionts.

(d) Student!) evacuate that own
p!togness in tight cteatty
degned objectives , and au
abte to oAganize theirs
"elgont6 into Aetevant.
activities.

12

INDICATIONS OF QUALITY INSTRUCTION

1 2 3

The teacheA netain6 only the wortth-
white capeca inztAuction and
uses Aelitective thinking to set
new objective4

1 2

Att pupas ineety dacu44 pAogne44
with the teacher individuatty
whene the teacheA and teanneA ex-
change and accept each othee4
thought, lieetng4, and obsetva-
tions.

1 2

AU chitd4en have an oppoAtunity
to di4=44 achievement in teA,m4
o the miginat objectives 4et,
and to te-deliine goat.4 in tight

theit ptognes4,

1 2

Most the 4tudenta evatuate
that onw ptogne44 and are abte to
onganize elilioAts into netevant

activities .

0 295
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3

The teach
in4tAu

od4, mat
goats in Lcl

ionevious g

Mote than
GUAS CL144 p
with the t

Chitdnen
back that
napon4e4,

goats.

Sevehat
own 'moo_
otgamize e
activitie4.



12
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